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‘ FOREWORD

A major, virtually untapped national resource, b111nguahsm is the subject of this mono-

~graph, Bilingual Schooling in the United States. This study is designed to reveal the promise of

bilingual education and to serve as a guideline for those planning bilingual programs. The
project was undertaken by the Southwest Educational Development Laboratory as a special
task for the U. S. Oftice of Education under an amendment to its 1968 T1tle IV contract.

As specified in the contract Scope of Work, the monograph includes a history of
bilingual schooling, both in the United States and in other parts of the world; alternative
concepts of bilingual schooling; sample curriculum models; implications for education and
society; and an outline of needs, as related to action and research. -

Theodore Andersson and Mildred Boyer, authors of the monograph, made three exten-
sive field trips to visit sites where bilingual programs are in progress. The first led through the
Northwest as far north as Barrow, Alaska; the second was a tour of the Southwest and Hawaii; |
the third trip was from Dade County, Florida, north® through Washington, New York, New
England, and into Canada. in addition, almost all the bilingual programs in Texas were visited
to obtain background material and knowledge of ongoing programs. Staff members of the
Laboratory, Dr. Andersson and Dr. Boyer are on leave from the University of Texas at Austin.
Dr. Andersson is the former Chairman of the Department of Romance Languages. Both he and ‘\
Dr. Boyer are Professors of Spanish and Education.

The Laboratory accepted responsibility for conducting the study resulting in this re-

| port in accordance with policies of the Laboratory’s Board of Direct~rs governing acceptance

of outside contracts and grants. These policies, include criteria for judging relevaice to the
Laboratory’s problem focus, program emphasis, and the degree to which the activity would
extend and significantly enharice the accomplishment of the Laboratory’s development objec-
tives under its primary source of funding, Title IV, ESEA.

. Bilingual Education is one of the basic learnlng systems now under development by the
Laboratory. Instructional materials in both English and Spanlsh — 1nclud1ng Oral Language
(Science), Oral Language (Social Studies), Reading and Composition — have been designed and
are being pilot tested with Mexican American children in Texas. The English portions of the
materials are also being pllot tested with Puerto R1can children in New York City and with
French-speaklng children in Louisiana.

, The ultimate product of the Laboratory’s Bilingual Education ‘Learning System is
people — persons who are equally literate in two languages, who understand their own culture
and other cultures, and who have career and hfe-style opfions open to them.

Edwin Hindsman
~ Executive Director
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PREFACE

) " The many voices of America, the many languages, compose a symphony of beauty
and strength in which all Americans may take pride. Mutual understanding of different
languages and cultures is important in a nation which respects diversity and individuality
while it works toward umty '

~ The Bllmgual Education Act, 1ntroduced in the United States Senate in J anuary,
1967 became Title VII of the Eleint. ntary and Secondary Education Act Amendments of
1967. It is intended to conserve our language resources and to advance the learning of the

child, irrespective of language. It seeks to make learning the objective of the. classroom,

using other languages in addition to English to apcornplish this objective.

The three million American school éhildren’ from non-English speaking h‘emes are

entitled to full participation in our society, and bilingual education opens theldo'or to that
participation.

This study was conducted by the Southwest Educational Development Laboratory
with support from the U. S Office of Educatlon to give guldance and direction to those
interested in developmg programs that may be eligible for support through the Blhngual
Education Act, Title VII of the Elementary and Secondary Education Act.

This Act, passed by the Congress on January 2, 1968, had the bipartisaﬁ sponsorship
in the U.S. Senate of the following:

Ralph Yarborough, Dem., Texas, sponsor; and Jacob Javits, Rep., New York; Robert
Kennedy, Dem., New York; Thomas A. Kuchel, Rep., €alifornia; JosephM Montoya Dem.,
New Mexico; John Tower, Rep., Texas; Harrison A. Williams, Jr Dem., New Jersey; and
George Murphy? Rep., California, co-sponsors

Bilingual educatlon legrslatlon (H. R. 9840) was 1ntroduced in the U.S. House of

Representatlves by James Scheuer, New York, on May 10, 1967. This proposal became H.R.
13103 on September 25, 1967, and a modification of it was passed as an amendment to the
Elementary "é‘hd Secondary Education Act, and provi‘«d assistance in bilingual education.

~ Members of the H. R. 13103 Committee __included:r

Congressmen Carl D. Perkins, Dem., Kentucky; John Brademas, Dem., Indiana;
Hugh L. Carey, Dem., New York; Lloyd Meeds,_Dem;, Washington; Gus Hawkins, Dem.,
California; Sam .Gibbons, -Dem., Florida; William D. Hathaway, Dem., Maine; and Congress-
woman Mrs. Patsy T. Mink, Dem., Hawaii. ‘ |

-3




Also, Congressmen Alphonzo Bell, Rep., California; Frank Thompson, Dem., New

. Jersey§ John H. Dent, Dem., Pennsylvania; Dominick V. Daniels, Dem., New Jersey; Phillip

Burton, Dem., California; Jacob H. Gilbert, Dem., New York; Edward R. Roybal, Dem.,
California; Claude Pepper, Dem., Florida; Hastings Keith, Rep., Massachusetts.

Also, Bob Eckhardt, Dem., Texas; Spark M. Matsunaga, Dem., Hawaii; Morris K.
Udall, Dem., Arizona; Chet Holifield, Dem!, California; Michael A. Feighan, Dem., Ohio;

and Roman C. Pucinski, Dem., Illinois,
1

vi




ACKNOWLEDGMENTS
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CHAPTER 1

INTRODUCTION

On January 2, 1968, President Lyndon B. Johnson signed into law the Bilingual Educa-
tion Act.1 The President called attention to the significance of the new law in these words:

This bill authorizes a new effort to prevent dropouts; new programs for
handicapped children; new planning help for rural schools. It also contains a
special provision establishing bilingual education-programs for children whose
first language is not English. Thousands of children of Latin descent, young
Indians, and others will get a better start — a better chance — in school....

What this law means, is that we are now giving every child in America a
better chance to touch his outermost limits — to reach the farthest edge of his
talents and his dreams. We have begun a_campaign to unlock the full potential
of every boy and girl — regardless of his race or his region or his father’s
income.

Senator Ralph W. Yarborough of Texas, author of the first bilingual education bill ever
introduced in either House of Congress, called it a “landmark” in education legislation. 3 The
senior Senator from Texas deserves much credit for his work as Chairman of the Special
Subcommittee on Bilingual Education in winning overwhelming congressional support for this
innovative bill.

In the Foreword of the Committee Print of the Act Senator Wayne Morse of OregOn,
Chairman of the Education Subcommittee, declared the enactment of this bill to be “of great
significance to school systems of the country.” He added, “‘such legislative authorization steps
are, however, but initial moves. It is up to the teachers, the school administrators, and, above
all, the parents of our school children working together to make these programs come to life in
" the classroom and on the campus. These programs should be fully funded to achieve their
capablhtles They will be if teacher, administrator, and parent ask that-they be, and can show
that our children are benefited by the uses to Wthh the funds are put

- The Bilirigual Education Act (BEA) — passage of which would have been impossibie as
recently-as five years ago, so rapidly is public opinion changmg — was conceived primarily to
meet the needs of “chn]ldren who come from envu‘onments where the dominant language is
other than Enghsh » It adds an important new chapter to the long story of this “nation of
immigrants.” | }V * ' i ’

!

The first, dim chapter of this story would relate, if only the facts were known, how the
ancestors of our American Indians crossed the Bering Strait from northeast Asia and occupied
the American continent. The Indians whom the Europeans found here on their arrival, num-




bering a million or so,5 were at the beginning not greatly threatened by the small numbers of
settlers. The fur trade with the whites even provided them with a period of unparaileled
prosperity. Gradually, however, they were displaced by successive waves of pale-faced new-

comers. Their loss of freedom, their inability to pursue:their native ways of life, can never be

made up to them, but the Bilingual Education Act .at last recognizes their educational needs

and suggests ways t0 meet them.6

To the Indians, America came increasingly to represent tragedy at the same time that it
became the land of promise to growing numbers of Europeans, and later to Asians and Latin

Americans, who were experiencing hunger, oppression, and hopelessness in their homelands.

The trickle of immigration in the sixteenth, seventeenth, and eighteenth centuries—induced by
such explorers as Ponce de Ledn in Florida (1513); De Soto, discoverer of the Mississippi
(1541); Coronado in New Mexico, Arizona, and Texas (1540-41); La Salle in Louisiana (1622);
Father Junipero Serra, founder of the first California mission, in San Diego (1769); and Gélvez
in Upper California (c. 1770) — swelled into torrents in the nineteenth and twentieth cen-
turies.” To control this influx, laws limiting immigration were passed in 1917 and again in
1921 and 1924. After the mid-century point these laws were felt to be too restrictive and
ethnically biased and were liberalized in 1952, 1958, and 1960. A new immigration law
enacted in 1965 and effective in 1968 abolished the national origins quota system and auth-
orized small increases in the annual quota numbers.8 '

Today we wear “an ethnic coat of many colors” (Nelson Brooks), all but one strand of
which has constantly been overlooked, denied, or degraded” (Joshua Fishman). The meeting
of languages and the clash of cultures created tensions, which the Bilingual Education Act is
.designed to alleviate and can perhaps alleviate if it is expanded and adequately funded.

The status of English as the official lahguage of the United States has never been in |
doubt. The question which Joshua Fishman’s book on Language Loyalty in the United States ‘

has raised and which the Bilingual Education Act now raises again is whether or not the official
position of English leaves room for the maintenance of other -languages and cultures. Stated in
another way, wnat should‘_he the attitude and policy of the 90 percent (native English speak-
ers) toward the_ other ten percent of our population (native speakers of other languages)"9
These other languages surely do not- constitute a threat to English. But are they a nuisance, or
are - they rather a resource which from a human and patriotic point of view ought to be
conserved? These are fundamental questions, to which we shal return in later chapters

Over the years Air'lericans’ views toward newcomers have fluctuated. In the late nine-
teenth and twentieth centuries the older American stock found it gratifying to accept the view
that the New World was the land of promise and Amenca a melting pot, which received
countless immigrants who came from some two dozen countries in Europe and spoke even
more different languages. Tossed together and stirred up, they were supposed to undergo a

delectable transformation and emerge as Amencans, all essentlally alike and all-of course————

speaking Amerlcan Enghsh Actually, this is more myth than fact. As Glazer and Moymhan :




point out in their book, Beyond the Melting Pot (1963), the melting did not always take place.
Immigrants to America did not cease being what they were and did not, except in rather
superficial ways, become something different when they were naturalized as American citizens.
Changes that occurred were far less extensive and less structural than they were believed to be.
In most cases a bicultural style developed which enabled American and ethnic identities to
coexist and influence each other slowly over time. (Fishman) Even today we are regarded as
one of the most multicultural nations in the world.

Attempting to define what an American is is intriguing, but the task is not a simple
one. Some impressive people have tried, more or less successfully: among others, Tocqueville,
Lord Bryce Count Keyserling, Mead, Brogan, Gorer, Commager, Riesmari, and Montagu 10

The difficulty in accurately descfibing an American does not, of course, prevent us
from forming ideas concerning our fellow countrymen. Early arrivals to our shores acquired
the privileged position of first comers and with it a special cohesiveness. Their descendents are
bound together by a common language and culture and they, like everyone else, are most
comfortable with “their own. kind of folk.” It takes an effort to go out to meet speakers of
other languages or representatlves of other cultures. Members of new groups, all of them
minorities, feel- typlcally threatened or.overwhelmed by the dominant group and are_espemally
prone to seek comfort in association with their own. Language thus serves the double function
of bringing members of ethnic groups closer together and of shutting out members of other
groups. The question is how best to deal with this fact of life. Must people with different

: languages and cultures be suspicious and hostile toward one another? Or can they develop
mutual tolerance, understanding, and respect? '

English-speaking children in the United States naturally begin their formal schooling in
their mother tongue, while children of Navajo, Chinese, Japanese, Eskimo, German, or any of
half a hundred other language backgrounds are not encouraged to begin their formal learning
in their mother tongue. English-speaking ‘children profit from carefully prepared reading-read-
iness and reading programs while children with other language backgrounds have no- such
provisions for reading in their language. Not only do such practices leave them illiterate in their
mother tongue, they also indirectly foster illiteracy in English by forcing them to read in
English before they are ready. Developmental psychology is applied to the education of
English-speaking children, but not to non-English-speaking children, whose needs are greater.
The medlocre results that have been so well pubhclzed of late should hardly surprise us.- 1Y

‘This wide-spread negative attitude toward the maintenance and cultivation of other.
languages spoken natively in American-homes does not, for the most part, spring from delib-
erate perversity. Many, in fact, think it is considerate to urge non-English-speaking children to
devote themselves singlemindedly to the learning of English. Many genuinely welcome Mexiean'
'Americans, for example, into the mainstream if they can ‘“operate” in Enghsh and adopt
enough of the ways of Anglo Saxons to pass as “one of us.’




The Spanish-surname American too has been conditioned by decades to realize that in
fact he must learn English to compete successfully in a society that believes he must. The error
comes in also believing that the maintenance and cultivation of Spanish will somehow interfere
with his learning Englisk. No wonder he is confused by recent changes in the story. Anglos
have told him for genera‘tions that he should forget his Spanish and learn English; now he is
told by these same people that learning to read and write in Spanish will make it easier to learn
reading and writing in English. He is told, too, that not only can he compete with the
English-speaking child in English; he can also excel him in Spanish. Thus he may be: proud both
of his inherited language and culture and of the official language and culture of his country. In
fact he may one day find himself representing his country in another Spanish-speaking nation,
provided his education has prepared him for such a role. This is the vista which Senator Ralph
Yarborough and his colleagues in the United States Congress have opened up for countless
children who had previously been doomed to educational underdevelopment. "

Non-English-speaking children are not the only ones who stand to profit from such a-

reform in our educational system. English-speaking children who are fortunate enough to live
in a community in which another language is spoken have an unusual opportunity to learn this
language. At the same time, they may also become sensitive to another culture and hence be
better able to understand and interact with the different people around them.

In the following chapters we hope to spell out this educational promise—by providing,
both in the text and in the appendices, background information essential to the understanding
of the complex subject of bilingual schooling; by suggesting a rationale; and by proposing
‘guidelines for the development of bilingual programs to meet local needs and circumstances.

The subject is so many-faceted and the relevant literature so extensive that we have not
- been able to digest if all. We prefer therefore that our readers consider our book as a prelimi-
nary effort, to be imwuroved after more study and research.. We. invite cfiticisms, which we shall
use or transmit to others, as may best serve the cause of bilingual education.




NOTES

11 the House of Representatives the vote on the H. R. 7819 on May 24, 1967 was 294
in favor and 122 opposed. (See the Congressional Record Daily Digest for this date, p. D252.)
‘The Senate approved this bill as amended on December 11, 1967, by a vote of 71 to 7. (See
Congressional Record, December 11, 1967, S18, 357.) On December 15, 1967, the House and
Senate agreéd to a conference report. (See United States Congress, Senate, Committee on
Labor and Public Welfare, Committee Print, Elementary and Secondary Education Act
'Amen‘dments of 1967 with Background Materials and Tables, Prepared for the Subcommittee
on Education of the Committee on Labor and Public Welfare, Washlngton U. S. Govemment
- Printing Office, March 1968 p. 39.) ° .

For easy reference_the Bilingual Educatlon Act (BEA) is printed as Appendix A of this
monograph. Title VII of the Eleme‘ntary and Secondary Education Act of 1965, as amended in
1967, 1is known as Public. Law 90-247. '

The BEA has been placed under the admlnlstratlon of Ralph Becker, Dlrector of the
Division of Plans and Supplementary Centers, Bureau of Flementary and Secondary Educa-
tion, United States Office of Education. - |

25ee Committee Print, footnote 1, pp. 40-41.
3 Congressional Record, December 11, 1967, $18,352.
AYohn F. i'Kenne‘dy, A Nation of Immigrants (1963).

5Enc‘yclopa’edz‘a Britannica, 1965 edition, Vol. XII, “Indian, North American,” p. 65.
Using as a source James Mackey’s “The Aboriginal Population of America North of Mexico,”
Smithsonian Mlscellaneous Collection Vol. LXXX, No.. 7-(1928), the Encyclopaedia authors
cite the followmg estimated flgures United States (except Alaska), 849;000; A]laska 773,000;
British America, 221,000; Greenland 10,000, approx1mate total, 1,153,000. :

6Although American Indians Eskimos, and Aleuts are by definition included in the
target population of the BEA (“children who come from environments where the dominant
language is other than. Enghsh” and “in schools having a hlgh concentration of such children
from families (A) with incomes below $3,000 per year, or (B) receiving payments under a
program of aid to families with dependent children under a State plan approved under Title IV
of the Social Security Act™), and despite the fact that it was the intention_ of Congress that
these groups should be served (See Congressional Record, December 11, 1967, S$18,350.), the
Act provides no direct way of extending its benefits to such children when they are enrolled in
schools operated by the Bureau of Indian Affairs (BIA). To be sure, there is nothing, except .
possibly the lack of funds, to prevent the BIA from operating its own:bilingual program.

TSee Appendix C, Demographivcﬂ_pétar, e'vspec,ially'Table 8 and Table 1.

8See Appendix D, Immigration Legislation.
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. 9%For a tentative list of the twenty-five most humerous language groups in the U.S. as
- of 1960 see Appendix C, Demographic Data,'Table 15.

10A1exis de Tocqueville, De la démocratie en Amérique (1835, 1840); James Bryce,
The American Com'm_Onwealth (1888); Hermann Alexander Keyserling, America Set Free
(1929); Margaret Mead, And Keep Your Powder Dry.' An Anthropologist Looks at America
(1942); Denis Brogan, The American Character (1944) and American in the Modern World
(1960); Geoffrey Gorer, The American People: A Study in National Character (1948);
Henry Steele Commager, The American Mind: An Interpretation of American Thought
and Character Since the 1880’s (1950); David Riesman, The Lonely Crowd: A Study of the
Changing American Character (1950); Ashley Montagu, The American Way of Life (1967).

one example is Senator Ralph Yarborough’s statement made at the first session of
the Hearings Before the Special Subcommittee on Bilingual Education of the Senate Commit-
" tee on Labor and Public Welfare, held in Washington, D. C., on May -18, 1967 (pp. 1-2): “The
" failure of our schools to educate Spanish-speaking students is reflected in comparative dropout
rates. In the five Southwestern States...Anglos 14 years of age and over have completed an
average of 12 years of school compared with 8.1 years for Spanish-surname students. I regret
to say that my own State of Texas ranks at the bottom, with a median of only 4.7 years of
school completed by persons of Spanish surname, according to the 1960 census.”

' See also Appendix G.
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CHAPTER I

DEFINITIONS

Bilihgualism is for 'me the fundamental prob-
lem of linguistics....1 '
—Roman Jakobson

The terms “bilingual,” “bilingualism,” “bilingual schooling” seem to carry their mean-

ing clearly within them. And yet a discussion involving any one of these words soon reveals the
strikingly different concepts that people have of them.

Thinking primarily of the non-specialist reader, the distinguished scholar and authority
on bilingualism, Einar Haugen, has prepared the following succinct definitions of “language,”
“dialect,” “correctness,” and “bilingualism.”’

Language. The word “language” is ambiguous and may easily be misunderstood. We
~-exclude at once such meanings as ‘‘the language of flowers” or “the language of mathematics,”’
where it refers to any code that is used for communication. As scientific linguists use the word,
“language” is a specifically human form of communication in which sounds (or.as a substitute
for these, letters) are combined into words and sentencesin order to convey meanings from one
person to another. The capacity to perﬁorm this remarkable feat is inborn in every nermal

child, and w1th1n the first four" years of thls life he will quite 1newtably acquire the sounds, the
grammar, and the basic vocabulary of whatever language he hears around him. Being human, -

he will never acquire it in exactly the same form as it is used by thiose he hears it from, which
is the reason that languages,;gradually change over time. In this scientific sense of language
every human being has at least one language, his first language, sometimes called his mother
tongue. He may go on to learn a second and a third later, or he may have two first languages,
which he learns in his earliest childhood; in either case he is a “bilingual” by our definition, as
will appear later. The main point is that no matter what the social status or the educational
achievement of his environment, what he learns is a language in the strict scientific sense, just

as an orchid and a dandehon and a tumbleweed are all plants, regardless of thelr social and
economic value.

Dialect. 1t has long been recognized that there are many different languages in the
world and that many of them (perhaps all) have branched off from each other by regular
changes over long periods of time. Isolation has been the primary factor in this change, since
people who communicate regularly tend to stay together in their language in order to make
sure that they are understood. It is also well known that every language is spoken in a variety
of dialects and that such dialect differénces have been the beginning of all the different
~ languages of the world that have branched off from one another. So English and German are

- by origin dialects of Germanic that grew into separate languages, just as Spanish and French

are »dialects of Latin; and, farther back, just as Latin and Germanic are dialects of a long-lost




\

- Indo-European language. The differences that separate any two dialects of the same language
may consist of differences in sounds, grammar, or vocabulary; as long as these are not great
enough to make understanding impossible, we may still speak of them as dialects in the strictly
linguistic sense. Each speaker has his own personal dialect, which is sometimes called an
“idiolect,” but in the main he shares with the fellow members of his community a dialect that
is "part of the cultural heritage of the community. To those whose first language it is, the
dialect carries all the meanings and overtones of home, family, love, and friendship. It is the
instrument of their thinking and feeling, their gateway to the world.

Correctness. Dialects differ not only in their linguistic structure but also in the atti-
tudes which people hold towards them. Every dialect, 10 matter who speaks it, is objectively
equally good for the expression of V\/hat its speakers have-a need to express. Its sounds are
equally easy to pronounce and its grammar equally easy to master for those who learn them as
part of their first language. Its vocabulary reflects the cultural level of its speakers, and it can
~ be expanded by training and education from the simplé basic vocabulary of childhood to that
of the -most complex scientific and philosophical thought. Only a few dialects have been so
expanded and made into standard languages for the use of whole nations, with standards of
correctness which are imposed through the school systems. English ‘and Spanish are among
such standard languages. But in the general population common. dialects of these languages
continue to be spoken and serve as the daily medium of living communities. Any att1tude that
implies that these are “‘wrong” or “bad” is built on a standard of correctness which overlooks

- the validity of these dialects within their communities. A dialect that may be called *““non-stan-

- dard” or even ‘“‘sub-standard” English or Spanish'.usually_ has long roots in history and is for
those who use it a valid language, through which alone its users can expréss their full per-
sonalities. The importance of the mother tongue in instruction has only recently been
recognized by many educators. They have overlooked that the mother tongue may for many
children be the very “non-stanidard” dialect which the educators are trying to eliminate by
teaching standard dialect. When the d1fferences are not between one dialect and another, but -
between wholly distinct languages, the necessrty of g1v1ng full consideration to this problem
becomes even more pressing.

Bilingualism. There have been many attempts to produce an exact definition of bilin-
gualism, but the only agreement among its various users is that it refers to the knowledge and
'use of two languages by the same persons. Some writers emphasize the use of the languages
€. g. Weinreich (1953), who defined b1l1ngua11sm as ‘“‘the practice of alternately using two -
-languages” (similarly Mackey 1962, Brooks l969) Since it is quite’ poss1ble to be bilingual
without using one of the two languages one knows, others have emphasized the knowledge-or
competence of the speakers, e.g., Haugen (1956), who defined a bilingual as “one who knows
two languages” (so also Bloomfieid, 1933, who spoke of “control of two languages”). Another
difference in the use of the term is that some scholars extend it to include the 'mastery of more
than two languages (in recdgn1t10n of the fact that the phenomena involved are essentially
similar), which is more precisely referred to as multilingualism or polyglossy By contrast one
__who knows only one language is called a. monolmgual or a unilingual .~




Within this framework, however, the major problem-is that bilinguals differ widely
both in the1r knowledge and in their use of the two languages they master. Knowledge thay

- extend from a few scraps of language to the mastery possessed by a hijghly educated native.

speaker and writer. The usual definition has been a rather narrow one, -summed up in Bloom-
field’s use of the term ‘“‘native-like control” (1933); a German wnter Maximilian Braun, 3
demanded ‘active, completely equal mastery of two or more languages.” Such b111nguals are
rare, if they exist at all, and most students prefer a wider definition. In trying to set a lower
limit, Haugen (1953) suggested that this be the ability of a speaker to “‘produce complete
meaningful utterances in-the other language.” Diebold (1961) went a sf'e;p further in mcludmg
also a passive knowledge, which required the users only to understand speakers of another
language not to speak the language themselves. -

Bilinguals may. thus be classified according to their skill in their two languages along a
more or less infinite scale. Broadly considered, there are b111nguals who have one dominant and
one secondary language, while there are others who are reasonably balanced. 4 There are
bilinguals who switch easily from one language 'to the other, and some ‘who find it extremely
difficult and confusing to do so. It is very common to find bilinguals who have specialized
their dsse of the languages, so that they can speak of some topics in one and of others in the
other. '

In considering bilingualism as a “‘problem” we must not forget that for millions of
- people throughout the world bilingualism is no problem at all. In many countries it is quite
simply a way of life for all or some communities and occasions no particular comment; for
" educated persons in many countries it is a matter of course that one speaks and even writes
more than one language. The problem arises only when a population through emigration or
conquest becomes a part of a community where another language is spoken and this language
is imposed on them through the school system or by ‘other authorities. We may call this
“asymmetrjcal bilingualism,” an example of which is the topic of this book. |
To/Haugen’s definitions, we add two other brief statements on the meaning of “dia-
lect” and its relation to “standard.” |

All languages have dialects. The so-called ‘‘standard” is but itself a dia-
lect, and in many language areas there are both regional standard dialects
( e.g.; London vs. San Francisco vs. Sydney, or Madrid vs. Mexico City vs.
Buenos Aires), and non-standard dialects in the same areas, each with its re-
gional hue. Furthermore, language is constantly changing, indeed nowhere faster
than among speakers of “‘standard” dialects; and many of the features of pres-
ent “non-standard” dialects simply represent survivals of elements which were
once in ‘“standard” use, rather than, as is so often erroneously assumed ‘cor-

- ruptions”’ of the standard. ( Rudolph. Troike) '

.It might be easier for non-linguists to understand the adequacy of non-
standard dialects if they were thought of in terms of different dialects for

9 .
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"7 bilingualism. In 1952 William F. Mackey, one of the leading students of bilingualism, wrote:

l
~

., 4
different purposes. Every educated speak;r of standard English uses the
- following varieties: formal written style for written reports, technical articles,
and the like; formal spoken style for public speechies or lectures; informai
written style for perscnal letters; znformal colloquial spoken style for conversa-
. tion with family and colleagues. For the speaker of non-standard English, the
" normal, adequate, dialect for use in the beginning stages of education, is hisown -
non-standard dialect. He needs to learn standard colloquial for use with pos-
sible employers, etc.; he needs. to learn standard colloquial written style for
business letters: he may eventually also need to controi ihe more formal spoken
and “ritten styles and certainly he wzll need to understand them. {Sarah Gud-

* schinsky) <. ;

As Fishman puts it, individuals who have meamngful roles in a var1ety of m1]1eus
acquire competence in several varieties of language or dialect. It is a proper function of the
school, not to destroy the learner’s native dialect, but to assist h1m in acqumng such additibnal
dialects or languages as may be of value to him. 4'

The Descrzptzon and Measurement of Bilingualism. For two decades or more linguists
have become increasingly concerned with the description (definition) and measurement oé‘
“The inadequacy of definition...is not the only theoretical drawback to the study of bilinguals.
There is also the lack of any adequate system of classification and measurement. The problem
of classification includes the following factors: levels of proficiency, similarity and differences
between languages, the social function of each language, the’ effects, through bﬂlnguahsm of
one language upon another.” Writing on the same subject again in 1956, Mackey suggested
that: “The solution to the problem of definition is to consider b111nguahsn1 (or multilingual-
ism) not as an absolute but as a relative concept. The questlon should not be simply ‘Is a
person bilingual?’ but rather ‘How bilingual is he?’....Such a definition would put the subject
on a more stablé theoretical basis and would open the way to a systematic measurement of the
degree of bilingualism. It would lead to classifications which would include the following
divisions: ' ‘

s .

1. “The number of languages involved....
2. The type of languages used.... |
3. Influence of one language upon another.... -
4. Degree of proficiency....
3. Vacillation....
6.

Socia%ction’ﬂ....

The Report on an International Seminar on Bilingualism in Education held in Aberys-
“twyth, Wales, August 20— September 2, 1960, and sponsored by the United Kingdom ‘National
Commission for UNESCO—contrlbuted further to the descrlptlon of blllnguahsm 8 The Report
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~ proposes the following key elements in the description of individual bilingualism, followed by

charts for recording analytical observations under each heading:

IL.
II..
IV.

V.
- VL.

9

Number — i.e. the number of languages used by the individual (e. g language A
and language B). . :

Type — i.e.the hngmstic relationship between language A and language B.
Function — i.e. the conditions of learning and use of the two languages.

Degree — i.e. proficiency in each language.

Alternation — i.e. “switching” from one lasiguage to another. ,
Interaction — i.e. the way in which the languages affect each other linguistically,
namely by importation and substitution. '

Encouraged by his colleagues af Aberystwyth, William Mackey prepared in 1962, The
Description of Bilingualism, 10 i which he elaborated his earlier thinking into a general frame-
work around the concepts of degree, function, alternation, and interference.

In June 1967 the Canadian National Commission for UNESCO sponsored at the Uni-
versity of Moncton, New Brunswick, an International Seminar on the Description and Measure-
ment of Bilingualism. Publication of the report is now being awaited.

It may be inferred from the foregoing that the description of bilingualism is far from .

having found its definitive expression. It touches too many Speeialized disciplines. In the conelu-
sion of The Description of Bilingualism Mackey provides an admirable persepective:

Bilingualism cannot be described within the science of linguistics; we

must go beyond.- Linguistics has been interested in bilingualism only in so )ar as
it could be used as an ‘explanation for changes in a language, since language, not
the individual, is the proper concern of this science. Psychology has regarded
bilingualism as an influeirce on mental processes. Sociology has treated bilin-
gualism as an element in culture conflict. Pedagogy has been concerned with
bilingualism_in connection with school organization and media of instruction.
" For each of these disciplines bilingualism is incidental; it is treated as a special
\"fcase or as an exception to the norm. Each discipline, pursuing its own particu-
lar interests in its own special way, will add from time to time to the growing
literature on bilingualism (see vibliographies in Haugen, 1956, Weinreich, 1953,
and Jones, 1960). But it seems to add little to our understanding of bilingual-
ism as such, with its complex psychologzcal lzngulstlc and social interrelation-
ships: \ . .

| What is. needed to begin wzth isa perspectzve in which these interrela-
| ’tzonshlps may be conszdered 11 ' -

<
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Bilingual Schooling or Bilingual Education. While such efforts at more nearly complete
“description move forward, what is bilingual schooling? We take as our working definition that
 of the Draft Guidelines to the Bilingual Education Program, 12 which seems sufficiently broad:
“Bilingual education is instruction in two languages and the use of those two languages as
" mediums of instruction for any part of or all of the school curriculum. Study of the history
and culture associated with a student’s mother tongue is considered an integral part of bilin-
gual education.” |

Some Misconceptions. Finally, having sampled authoritative definitions and settled on
those that seem .adequate to the purposes of the Bilingual Education Act, we come to what
appears to us to be misconceptions that need to be rectified.

Confusion of ESL (English as a Second Language) and Bilingual Education. One widely

held misconception is that ESL is a form of bilingual education. As we shall see, ESLisan
important component of bilingual education; but unless the home language is used as a medi-
um for teaching a part or the whole of the curriculum, we believe education cannot properly
be called bilingual.13 To call ESL programs bilingual only causes confusion. Thus, for exam-
ple, in a U.S. Office of Education report of Projects to Advance Creativity in Education
(PACE) entitled “Bilingual Education Projects—SR-68-25 Projects Funded in FY 1966, FY
1967, and FY 1968,” there are reported descriptions of selected planning and operational
programs funded under Title III of the Elementary and Secondary Education Act. The fore-
‘word, dated August 12, 1968, defines bilingual education as “‘the use of two different lan-
guages, such as English and German, in the regular classroom educational process.”” In spite of
the title of the document and in spite of the definition of bilingual education given, the list -
includes projects which are definitely not covered by the definition. Thus, “bilingual educa-
tion’’ is used as an official label to designate not only ESL projects, but also a project for the
_‘ transfer of student records by data processing equipment and general cultural awareness pro-
“grams. Such indiscriminate use of the term renders it meaningless. '

What’s in a Name? Spanish-surname persons in the Southwest are frequently called
“bilinguals though they may have no knowledge of Spanish at all. Misclassification on the basis
- of name is likely to continue until-we reeognize—that#the_tmnibﬂingual” is inappropriate
unless the person concerned does indeed have some knowledge of two languages. The “nation-
ality” of his sumame is an unreliable indicator of which language or languages an American |
speaks.

In California we were informed that the word “bilingual” has acquired a disparaging
connotation (“uneducated”). We keep the term and use it in its technical sense, remembering,
as Haugen has said above, that “in many countries [bilingualism] is quite simply a way of
life....” S '

On the subject of definitions there is no easy stopping—place._ Specialists in linguistics—
especially psycholinguistics and sociolinguistics—in psychology, in sociology, in anthropology,

12




and in education are all busily studying various forms of bilingualism, diglossia, and bilingual
education. Each passing year will see the progressive refinement of terms and concepts. For
our present purposes we believe that the: definitions here given will serve as an adequate basis
for the following study. ' L
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NOTES

Indiana .University, Indiana University Publications in Anthropology and Linguistics,
Memoir 8, April 1953, p. GE 16. '

2Editors’ note: The term “monoglot” has also been used.

3Gottingische Gelehrte Anzeigen, Vol. 199 (1937), p. 115.

4Editors’ note: As Haugen has pointed out in the preceding paragraph, balanced
- bilingualism or equilinguaﬁsm the perfect and equal control of two languages—is not only not
a necessary condltlon of bilingualism but it is extremely rare and indeed all but imposible, at
least for any length of time.

5“Diglossia” is a term which has become common since 1959, when Charles Ferguson
first proposed it in connection with societal or national bilingualism. It refers to the presence
- within a society or country of two languages or dialects that serve different purposes and
therefore maintain a high degree of stability. Like “bilingualism,” the concept of “diglossia” is. |
being constantly elaborated and refined by such linguists as John J. Gumperz (e.g., “Types of |
Ling_uistic‘Communities,” Anthropological Linguistics, Vol. IV, No. 1,1962, pp. 28-40; “Lin-
guistic and Social Interaction in Two Communities,” American Anthropologist, Vol. LXVI, o |
Part 2, 1964, pp. 137-154; “On the Ethnology of Linguistic Change;”’ in William Bright, ed., :
Sociolinguistics, The Hague: Mouton and Co., 1966, pp. 27-38; “On the Linguistic Markers of '

Bilingual Communication,” The Journal of Social Issues, Vol. XXII1, No. 2, April 1967, pp.

~ 48-57); Joshua Fishman “Varieties of Ethnicity and Language Consciousness,”” Monograph
Series on Languages and Linguistics, Vol. XVIII, Georgetown University, 1965, pp. 69-79;
“Who Speaks What Language to Whom and When?”’ Linguistique, 1965, 2, pp. 67-88; “Lan- o
guage Maintenance and Language Shift; The Amerlcan Immigrant Case Within a General Theo-
_ret1ca1 Prespectlve, Soczologus Vol. XVI, 1965, pp. 19-38; “Some Contrasts Between nguls-
~ tically Homogeneous and Linguistically Heterogeneous Polities,” Sociological Inquzry, Vol
- XXXVI, 1966, pp. 146-158; “Bilingualism With or Without Diglossia; Diglossia With or With-
out Bilingualism,” The Journal of Social Issues, Vol. XXIII, No. 2, April 1967, pp. 29-38. See
also Fishman, ed., Reading.é in the Sociology of Language. The Hague: Mouton, 1968); and
Heinz Kloss (“Types of Multilingual Communities: A Discussion of Ten Variables,” Sociolog-
ical'Inquiry, Vol. XXXVI, No. 2, Spring 1966, pp. 135-145; “Bilingualism and Nationalism,”
The Journal of Social Issues, Vol. XXIII, No. 2, April 1967, pp. 37-47).
| By way of clarification, the latter (Kloss) writes: |

The concept of diglossia has emerged in two phases. As originally conceived by Fer-
guson in 1959, it referred to the presence, within a society or nation, of two. closely and
recognizably related‘languages or dialects (e.g., French and Creole in Haiti, standard German
and Schwyzertlitsch in Switzerland; Koranic and vernacular Arabic in Egypt) between which a
definite and stable division of functions has taken place. In an article 1 published in 1966 I

14




foresaw that an attempt would be made to apply the éoncept to the functional “division of
labor” between unrelated languages and suggested to speak of “in-diglossia” in the case of
kin-tongues (in keeping with the original concept of Ferguson) and of “out-diglossia” in the .
ccase of genetically unrelated (or only distantly related) languages (e.g., Spanish and Guaranl’i'n
Paraguay). (See Kloss, “Types of Multilingual Communities: A Discussion of Ten Variables,”’
p. 138.) | o | |

The next year J. A. Fishman published his paper “Bilingualism With and Without
Diglossia; Diglossia With and Without Bilingualism,” wherein he broadened the concept of
diglossia so as to cover what I had proposed to call “out-diglossia.” But for this broader .
concept Fishman simply retained the original term “diglossia.” Brilliant as his essay is, it “ |
inevitably leads to some terminological and even conceptual confusion, especially since Fer-
guson’s unaltered essay has been reprinted (in Dell Hymes 1964, pp. 429-439) and his use of
the term been followed by several authors. | |

6Pédagogie-Orientation (de I“Université Laval), Vol. II, No. 6 (1952), p. 137.

T«Toward a Redefinition of Bilingualiém,”Journa'l of the Canadian Linguistic A.ssbcia-
tion, March 1956. ' ‘

8London: Her Majesty’s Stationery Office, 1965, p. 139.

lbid., pp. 166-171.

10Cunadian Journal of Linguistics, Vol. V11, No. 2 (Spring 1962).
I1bid., pp. 84-85.
12See Appendix B.

138ee Appendices A and B, The Bilingual Education Act and Guidelines.
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" CHAPTER III
BILINGUAL SCHOOLING: AN HISTORICAL SAMPLING

There is probably not a nation in the world without some bilingual population, and
bilingual schooling has also been widespread. But the origin and status of bilingualism in
different countries, as well as the national policies underlying bilingual education, have
varied so widely that care must be taken in interpreting the results. Clearly, we cannot assume
that practices which have succeeded abroad under entirely different circumstances will nec-
essarily succeed in the United States. They may, or they may not. On the other hand, we
would be foolish indeed to ignore the experience of otliers in other settings. Without any at-
tempt at complete coverage, we have therefore selected a few examples to lend perspective
and to give us an orientation. Let us, however, begin with a review of the situation in the
United States. ! '

Bilingual Schooling in the United States ‘ :

- The history of public bilingual schooling in our country d1v1des itself mto two main
parts: pre-World War I and post-1963. Kloss (1942 and 1963), who has studied this subject in
- great detail, distinguishes in the first part two segments and two phases:2
First Segment: Public Elementary Schools

 Phase I: 1839-1880
German was the only non-English tong(xe“admitted as a medium of
teaching except for French in Louisiana and, from 1848, Spanish in
New Mexico. The heyday of the public b111ngual school was before the.

Civil War.

Phase II: 1880-1917
. There were German-English bilingual schools in Cmcmnatl, India-
napolis;> Baltimore; New Ulm, Minnesota; and in an unknown number
- of rurat places. In other schools German was taught as a subject, but
not used as a medium of instruction. Norwegian, Czech, Italian, Polish,
and Dutch were also occasionally taught but not used as teaching med-

iums. 4

Second Segment Non-Public (Chlefly Parochlal) Elementary Schools
Phase I: (Before 1800) '
German schools flourished throughout the country.5 Also this period
saw the beginning of many French schools in New England and many
'Scandinavian and some Dutch schools in the Midwest. Many of these
schools were not actually bilingual in their cumcula they were non-
English schools where English was taught as a subject. -

. Phase II: (After 1880) - :
This period saw the multlphcatlon of French and Scand1nav1an schools
as well as the founding of numerous parochial schools especially for
Catholic newcomers from Eastern énd Southern Europe: e.g., Poles,
Lithuanians,, Slojvaks.
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Kloss has reminded us of the considerable number of non-public Franco-American
schools in New England between the two World Wars. These included both elementary and

secondary schools as well as colleges. Kloss also mentions the Chinese, and a considerably
larger number of Japanese, afternoon schools in Hawaii and on the West Coast. For an account

of other afternoon or all-day parochial schools of newer immigrant groups, the reader is
referred to Fishman’s chapter on education in his Language Loyalty in the United States.

" Rebirth of Bilingual Schooling, Miami, 1963. In an effort to meet the educational
needs of the children of the Cubans who pour into Miami at the rate of some 3,000 a month
the Dade County, Florida, Schools undertook in 1963 a completely bilingual programin
grades one, two, and three of the Coral Way School, Miami, with plans to move up one grade
each year. The first director of this program was Dr. Pauline Rojas, who had had long exper-
ience in Puerto Rico. At first, participation was made voluntary and a few parents chose to
have_their children follow the all-English program. By the end of the first year, however, the
bilingual program had won almost unanimous approval and it was no longer necessary to offer
the unilihgual option. Approximately half of the instruction is given in Spanish by competent
Cuban teachers and half in English by American teachers. The American and Cuban teachers
working in the same grade form a cooperative team and confer frequently in order to coordi-
nate their teachmg6 In addition to this notable bilingual program, which has now: been
extended to two other elementary schools, Dade County offers Spanish’ as a subject in every
grade from one through twelve in all other Miami schools. To start with, there were equal
numbers of English- and Spanish-speaking children in the Coral Way School, but now the
balance is steadily shifting in the direction of the Cuban children. The socioeconomic level is
also declining; fer, as the Castro regime continues, more lower-income Cubans are seeking
escape.

An evaluation of the achievement in the Coral Way School in language arts and arith-
metic shows that the bilingual program is as effective as the regular program in English. Dr.
Mabel Wilson Richardson, the evaluator, writes: “It must be noted here that, in addition to
performing as well as the control group in the regular curriculum, the English-speaking pupils
were learning a second language and the Spanish-speaking pupils were learning to read and
~ write their native language »7 The Dade County bilingual program has the distinction of being

the frrst public elementary school program in this second period of bilingual schooling in the

United States, and it is also widely considered as one of the best.

One year later, in 1964, two noteworthy programs were launched in Texas one in the
.Nye School of the United Consolidated Independent School District in Webb County, outside.

of Laredo, and the other in the San Antonio Independent School District.

United Consolidated Program. An interested school board and an enthusiastic superin-
tendent were responsible for the launching ‘of this program in the first grades of Nye School, 1n
‘which half the children are English speakers and half Spanish speakers In 1965 the program
~was expanded into the sec_ond”grades and in 1966 into the third grades. In 1966 too the other
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- two elementary schools in this sparsely populated school district—with an area slightly greater
than that of Delaware— began their bilingual programs in grade one and planned to move up
~one grade at a time. The teaching, in English and Spanish in all elementary school subjects, is
done by bilingual teachers who are native speakers of Spanish and fluent also in English. They
. move without effort back and forth in Spanish and English, using each language about half of

~ the time. In the fourth grade, where the self-contamed classroom changes to the departmental
organization, Spanish is continued as a subject one class period a day. An evaluation of
learning in mathematics reveals that bilingual learning—for both Anglo and Mexican American
children—gives better results than does learning in English alone. The enthusiasm of school
- board, administration, and teachers has enabled this program to prosper, to attract numerous
‘visitors, and even to entice families to move into the district.8

San Antonio Independent School District Program There are by now (1969) at least
two other school districts in San Antonio that have bilingual programs, but the one in the San
" Antonio ISD is ‘the oldest and best known in the city. It was begun in 1964, under the
direction of Dr. Thomas D. Horn of the University of Texas at Austin, and has been carried
forward ch1efly by Dr. Elizabeth Ott of the Southwest Educational Development Laboratory.
Ongmally it was a reading-readiness program in English for Spanish-speaking children in select-
ed schools in neighborhoods which are all Mexican American. New materials were prepared and
new teaching techniques were developed. These were used for thirty minutes in the morning
and thirty in the afternoon, in English in one expenmental stream and in Spanish in another
By 1967 the success of the program was suffrcrently recognized to permit a somewhat greater
emphasis on the use of Spanish, starting in grades one-and two, and to designate it as a bilin-
gual program. The teaching in Spanish is all done by native speakers, either the regular class- -
room teacher or another who exchanges with the regular teacher. The subject matter stresses
~ the self-concept and includes language arts, science, and—recently—social studies. The rela-
tively hmrted empbhasis on the use of Spanish—some eighty minutes a day—suggests that, in
contrast with Dade Colinty and United Consolidated, this program is more concerned with
transfer than it is with maintenance of Spanish as such. Spanish is used esszntialy to build the
self-concept of children and to facilitate their learmng of’ Enghsh as the eventually exclusive
medium of learning.

Other Bilingual Programs in the United States. 10 Bilingual programs began in Pecos, -
New Mexico, and in Edinburg, Texas, in, 1965. In 1966, similar programs started in the
Harlandale Independent School District of San Antonio; in Dei Rio, Texas; in Zapata, Texas, in
Calexico, Cahforma Marysvﬂle California; and Rough Rack, Arizona. The following programs
began in '1967: Las Cruces, New Mexico; Hoboken, New Jersey; Corpus Christi, Texas; Del
Valle, Texas (Creedmoor School); and St. Croix, Virgin Islands. ‘

This list, consisting almost exclusively of public elementary schools, is merely sugges-
tive. With the exception of Navajo, taught along with English at the- Rough Rock Demonstra-
tion School, the two languages concerned are Spanlsh and English. Approximately ninety
percent of the BEA proposals submitted in 1968-1969, and of the pro;ects funded, involved
these two languages. -
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For further information on current b'ilingual programs we refer the reader to Appendix
V, Bllmgual Programs in the United States. Part I consists of programs known to have existed
in May 1969, fifty-six in number, of which forty-nme were in preprimary or elementary
grades, four in secondary schools, and three in colleges. A second list consists of the seventy-
six projects which have been funded under Title VII\,"\BEA, for 1969-1970. We have indicated
with an asterisk fifteen projects which are continuations or transformations of programs in the
first list.

Summary. Twelve years ago there was nowhere in the country any perceptible interest
in organizing bilingual programs in public schools. And yet a potential must have existed, for .
soon after a successful program was launched in Miami, it was followed as we have seen, by
increasing numbers each year. We do not know exactly how to account for this rapid change in
pliblic temper. Did the relative success of FLES (foreign languages in the elementary school)
suggest the bilingual pattern? Or was the example of such non-English medium schools as the
Lycée Francais in New York a cue? Or the bilingual schools in Latin America? Or should one
instead seek the explanation in the tremendous changes taking place in our soc” ty, such as the
Supreme Court Desegregation Decision of 1954 and- the increasing search for identity and
self-assertion on the part of ethnic groups and of low-income classes? Whatever the ‘explana-'

~ tion, opinioﬁ has evolved rapidly and the American public now seems to be of a mind to give

this experiment a new try.

lemgualzsm and Bilingual Schooling in Other Parts of the World

In sampling bilingualism in other parts of the world we shall first con81der Switzerland,
the only officially plurilingual country we know of, then take up four officially bllmgual
nations: Belgium, Canada, Finland, and the Union of South Africa. Thereafter we shall see
what can be learned from a selection of officially mon‘olingual countries that have nevertheless

‘to deal with minority languages. - i

Official Bilingualism and Multilingualism. Most countries in the world, however many
languages may be spoken within their borders, have only one official language. A few are

“officially bllmgual And Switzerland occuples a unique position with three official languages—

French, German and Italian—and one additional nationally, recogmzed language, Romansch.

Switzerland. Of Switzerland’s three official languages, German is spoken by seventy-

~ four percent,wof the populatlon, French by twenty percent, and Italian by four percent.

Romansch, which also enjoys national recognition, is spoken by one percent of the population.
In addition, German-speaking Swiss have a language or dialect for intimate use in the home or

~ among close friends, known as Swiss German or Schwyzertiitsch. The contact of these various

languages does not cause any notable friction. Switzerland’s language policy is based on the
“territorial p'rinciple”:,lthat is, in a given canton the language of the majority is official and
speakers of other languages are expected to learn and use it. But a “personality principle” is

used. at the federal level, according to)which any individual may be attended to in his own
language no matter where he lives. Ind1v1dual Swiss citizens are not notably more bilingual or
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more plurilingual than other Europeans. Their elementary schooling takes place in their respec-
tive mother tongues, and a second language is learned at the beginning of the secondary school.
Cases of teachmg in and through more than one language in the Swiss elementary school have
not been reported. I

Belgium. Popularly considered a bilingual country, Belgium is more accurately
described as a combination of two officially unilingual areas separated by a fixed linguistic
boundary, which ciosses the middle of the country from east to west. The present language
legislation dates back to 1963, at which time the government legally separated the country
into the two areas (the territorial principle). In the northiern area, only Dutch is available for
administrative services and Dutch is the medium of instruction in all publicly supported
elementary and secondary- schools. To the South, only French is used, in the same fashion:
Matters of national concern are announced bilingually. Brussels and the immediately surround-
ing area have both Dutch and French schools and are the only parts of the country to enjoy a
special bilingual status. The hostility between the two language groups appears to be beyond
immediate alleviation. The. French-speaking Walloons of the South feel that since theirs is a
language of international prestige they have little need to learn the other official language,
Dutch. The Flemings, on the other hand, feel incensed by“the attitude of the Walloons and do
not see why the Flemings should carry the entire burden of communication, particularly since
they are in the ascendency, both numerically (about sixty percent) and e(‘onomlcally Neither
group seems to be motivated to learn two, languages in order to build one unified bilingual
nation. By resorting to the territorial principle the govemment hopes to mamtam a degree of
tranquillity in this sharply divided nation. 12

Canada. Canada’s two official tongues, English and French, are both international
languages of prestige, but English speakers outnumber French speakers about two to one and
have a great economic advantage. Canada’s commonwealth status and proximity to the United
States in addition tend to favor the English Canadians. For this reason, the pressure is greater
on the French speakers to learn English than on the English speakers to learn French. Until
five years ago, French-speaking Canadians were treated legally as a minority. At that time, the
government created the Royal Commission on Bilingualism and Biculturalism, to study the
- thorny language question. This Commission, created on a temporary bas1s produced or elicited
400 briefs by representatlves of the two official languages as well as by different linguistic
minorities, including Ukrainians, Poles, and Italians. One hundred research reports were also
produced, which will be used by the Commission in preparing its official report of twelve
volumes. At this writing, three volumes have been published: A Preliminary Report of the
f Royal Commission on Bilingualism and Biculturalism; Book 1, A General Introduction: The
Official Languages; and Book II, Education. Minorities other than the French-speaking are
waiting for more adequate treatment of their problems in a later volume.. These initial volumes,
though they cannot be expected to satisfy all factions equally, represent an admirable effort at
objectivity and scholarliness. They stand as a kind of model of what needs in the first instance .
to be done in countries where language and culture differences constitute serious problems.
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A multilingual country like Canada13 should be fertile ground for bilingual education,

- and indeed there are extensive efforts by language groups to maintain their languages and
cultures in private schools. The two official languages are of course taught extenswely in public
schools, where the common pattern is to use the majority language of the particular provmce'
as the medium of mstructlon and to teach the other official language as a subject. Bilingual |
schooling in the sense defined by the Draft Guidelines to the Bilingual Education Program
(Appendlx B), that is, using two languages as mediums of instruction for part or all of the
curriculum, is rare in Canada, as it is in most nations.

, Worthy. of note is the unusual case of Welland, a city of 40,000 located in southern
Ontario, a few,miles west of Niagara Falls. The 8,000 Franco-Ontarians living in Welland are
completely 1solated from the French-speaking communities living in the northern and eastern
parts of the province. Nevertheless, thanks to the fact that the Welland pubhc schools prov1de
education for the French-Canadian children in their mother tongue, both French and English -
speakers’ of this ‘small city have been able to preserve their own language and culture in
educated form. '

-

“Some of the French Canadian children in Welland are accommodated in French-lan-
guage classes in English-language schools, but the majority of them attend schools in which all
the pupﬂs have French as their mother tongue. »14 11 two such schools French is used as the
exclusive medium of instruction in K through 6 as well as the medium of communication in
the classroom and gymnasium and on the playground In grade 3 English is introduced as a
subJect and continued through grade 6. Upon completion of grade 6 the children move to a

“senior pubhc school” (grades 7 and 8), where French continues to be the language of instruc-
tion for most subjects. “With the opening of Confederation Secondary School last September
[1968], it became possible for the French Canadian children of Welland to continue their
bilingual lesduca’uon throughout the secondary grades within the publicly supported school
system ”

In ’thus emphasizing teaching Fren‘ch speakers in aﬁd through French the Welland
schools do. not neglect English but rather take advantage of the local circumstances.

Although English as a school subject is new to the Grade 3 French—
speakzng pupil of Welland, English as both a spoken and a written language is
famzlzar. Except for the hours he'spends in school, he is immersed in a predomi-
nantly English environment. Although French is the language of his family, he
also hears English at home—whenever the radio or television set is turned on. In
all probability there are English-language newspapers, magazines and books in
his own home. In the streets of Welland, on buses, in restaurants and stores, the
French Canadian child hears English spoken and he sees that street signs, public

 notices, and advertisements are in English. There are English-language mo vies,
comics, and children’s magazines readily available. Although he has had no
formal instruction in how to read or speak fnglzsh he does have some notion
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of the usefulness of English and it may be assumed that he has a greater
motivation to become functionally bilingual than has his English-speaking
counterpart living in some other Ontario town or city where French is rarely, if
ever, seen or heard. The very factors which facilitate the acquisition of English
as a second language by French—speakihg children in Welland at the same time
increase the difficulty of preserving und cultzvatzng their mother tongue; Eng-
lish language and culture are ever-present and all- -pervasive. 16

‘In an effort to determme how successful this bilingual education for French—speaking
children is, Giroux and Ellis, with the assistance of the Ontario Institute for Studies in Educa-
tion, have measured reading achievement of grade 6 puplls in both French and English. 17 .

In both speed ‘dnd comprehension the reading achievement. [in French]
iof the averagé grade 6 pupil in Welland is similar to that of the avérage grade 6
_ pupil in an urban areaof the [French-speaking] province of Quebec....It was
found that the average Frenci'h-Canadian grade 6 pupil in Welland reads English
with the speed and- comprehension of an English-speaking Ontario child who is
about eighteen months younger. After only three years of studying English as a
school subject, the Welland pupils obtained a median score of 19, which is

- equivalent to a grade level of 4.7. 18 '

In commenting on the possible relationship between French and English reading echievement,
Giroux and Ellis conclude

that there is a tendency for pupils who earn high scores in th‘é reading of

. French to also earn high scores in the reading of English and for pupils who
earn low scores in the reading of French to also earn low scores in the reading
of English. There is certainly no evidence that competence in reading one of
the languages in terféres with reading the other language. 19

Another significant experiment is taking placé" in the middle-class English-speaking
community of St. Lambest, located just across the St. Lawtence River from Montreal, in'the
Province of Quebec. The parents of the English-speaking children of a Protestant elementary
school, having read about the results of recent research in early elementary school learning,
contacted several staff members of McGill University, ‘includi'ng Dr. Wilder Penfield, former

Director of the Montreal Neurological Institute, and Professor of Psychology Wallace E. Lam-

bert, head of a group of productive researchers in bilingualism. They discussed the possibility
of an experiment in their school. In 1966-1967 one first-grade class was taught exclusively in
French with the attendant testing and reserach superv1sed by Lambert‘zo The results were so
satisfactory that it was decided to continue the experimentation for three years. In 1967-1968
the pilot experimental class was followed through grade 2, which remained all-French except
for fifty minutes of instruction each day by a teacher of English. At the same time different
experlmental and control classes were started in the first grade. 21 And in 1968-1969 the

¢
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project was expanded into the third grade and replicated in grades 1 and 2.22
For a summary conclusion we shall let the researchers speak for themsleves:

} The results of this experiment to date indicate that the type of bilingual
\\ training offered these children is extremely effective, even more so than was
' originally expected. The similarity of the findings for two different sets of
firstgrade classes, involving changes in teachers, methc Is of instruction and
modes of testing and analysis, speaks well for the stability and generality of the
effects produced by the experimental program. These effects demonstrate a
very high level of skill in both the receptive and productive aspects of French,
the language of instruction; a generally excellent command of all aspects of
 English, the home language of the children; and a high level of skill in a
‘non-language subfect mdtter, mathematics, taught through the foreign language
onAly. The results for the second year of the French program, during which a
minimum of training was given in Engli&h, show a general improvement in
French and English language achievement and in mathematics so that the
second year Experimental class performs as well as, and in some cases better
than, either English or French control classes in most abilities examined.
Impressive. as the grade II results are, however, they should be considered as
tentative until they are replicated with new sets of classes in 1969. Their
significance will become clearer, too, as.the scope of the research is.broadened
to include. an examination of the impact;of the experimental program on the
“ethnic attitudes of the children and their parents, relative to the control chil-
dren and their parents. It would be surprising if a program of the sort offereu
the children did not affect their self-conceptions, since they' have become pro-
gressively more bicultural, perhaps much more o than their parents.

Finally, it is felt that plans should be made to study the effects of the
same type of experimental program on English-speaking children from some-
what lower social-class backgirounds and on children with an even broader range
of intelligence scores. To be of ge’nei'al value to a region or nation that is serious
abouft developing a bilingual and bicultural citizenry, the children from working
class backgrounds and those of limited intellectual endowment should be given
every opportunity to capitalize on a program as promising as this one now
appears to be. In other words, it should no t be a program for the priviledged =~
classes only. Similarly, it is hoped that certain French Canadian schools will see -
the obvious advantages of such a program for their children. | '

‘Finland. For a capsule description of the harmonious bilingual situation in Finland we
resort to the Report of the Royal Commission on Bilingualism and Biculturalism in Canada; 23
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In Finland, there are *wo main languages: Finnish and Swedish. The
two languages have had many years’ experience of association—for 600 years
present—day Finland was part of the Kingdom lof Sweden. Only in modern
times, however, have they existed in a state of legal equality. Earlier, Swedish,
as tne language of learning, administration, the church, and commerce, had
characterized the educated classes, and more particularly the civil service, the
clergy, and the economic elite. From about 1840, the forces of Finnish nation-

- alism began to gain momentum. The movement culminated in the 1919 Consti-

tution. Both Finnish and Swedish were declared national languages of Finland,
and citizens were guaranteed the right to use either language in their relations

" with the administrative authorities. Article 14 of the Constitution also provided

that “‘care shall be taken that the rights [of both populations] shall be pro-
moted by the state upon an identical basis.”’

T'is sweeping promise of equality is at first sight surprising, since the
minority group who spoke Swedish accounted for only 11 percent of the
population in 1919. Admittedly, they had formed 14 percent in 1880, but by
1960 this population had declined to 7 percent or 331,000 persons in a total
population of 4,100,000. Yet, while the nu'merical strength of the Finnish-

speaking citizens explains the comparative rapidity with which they established

parity with those speaking Swedish, the past pre-eminence of the latter largely
accounts for the present position of formal equality between the languages.
Another factor is the usefulness of Swedish in increasing contacts between the
Nordic countries: the status of Swedish is an affirmation of Finland’s position
as one of these countries.

Though it wes not always so,- language rarely seems to be a subject of
serious discord in Finland nowadays. Given the smallness of the Swedish minor-
zty and the lack of widespread individual bilingualism (some 11 percent had a

knowizdge of the two languases in 1969), it is accepted on both sides that the

equality spoken of by the Constitution should be implemented principally by
regions. Such a territorial principle restricts an individual’s right to receive

~ services in his own language to certain defined districts. As the Swedish-

peaking community is for the most part concentrated in the costal areas and in
certain! cities and towns rather than scattered across the country, this is not as
great a restriction as it might first appear.

The commune is the unit of local government in Finland. It will be
officially bilingual if it includzs in its territory a linguistic minority of at least
10 percent of the popnlation or at least 5,000 persons. If the proportion of the
minority is smaller, the commune will be unilingual in the language of the
majority, whether Finnish or Swedish. For administrative purposes, one or
more communes may form a district, this will be unilingual if all the communes
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‘making it up are of the same language. But if there are bilingual communes or
communes of different languages, the administrative district will be considered
bilingual. School districts, whose boundaries do not necessarily coincide with
those of administrative districts, are similarly organized: for more than a given
number of students who speak Finnish or Swedish, an education in their own
language must be assured.

" This, in a very broad outline, is how the people of Finland have estab-
lished linguistic equal partnership. By impartially subjecting minorities of both
language groups to the territorial principal, on the basis of the most recently
available census figures, they have met their constitutional requirement of
official equality. Yet at the same time they have never lost sight of the practical

- limits zmposed by the country S demography and history on the provision of
equal service.

Union of South Africa. In his Inaugural Address at the International Seminar on
Bilingualism in Education, held in Aberystwyth, Wales, in 1960, Dr. E. G. Malherbe, Principal
and Vice-Chancellor of the University of Natal, refers to his cduntry as “the most bilingual
country in the world today.” He adds that “it has administratively applied bilingualism in
schools in a more universal and thoroughgoing way than any other country I know of.’f25 We
shall use Malherbe as our main source of information on the Union of South Africa.20

When the four Provinces were united into the Union of South Africa in
1910, one of the main principles laid down in the Act of Union was that:
“Both the English and Afrikaans languages shall be official languages of the
Union and shall be treated on a footing of equalzty and possess and enjoy equal
freedom and rights and privileges.”

Every child in every school throughout the Union is taught both Engé
lish and Afrikaans as languages, with the second language being started not later
than one to two years after beginning school. The results of this official policy
are ‘reﬂected in the census figures, which show a steady rise in bilingualism

~ amongst the white population of 7 years and over, during the last 40 years.

Afrikaans is a highly streamlined form of the 17th century Dutch
brought to South Africa by its first permanent settlers.- It is a very flexible
medium of expression in all fields, technical as well as literary. It is able to
draw on modern Dutch when necessary for technical terms, and uses it as
supporting literature in the higher classes. In its short span of life as a language

_ it has developed a literature in poetry and prose, the best of which compares
favourably with that of older lzteratures It has proved a very successful
medium of instruction over the whole educational range from the kindergarten
to the university. Its spelling is phonetic and can for that reason alone be learnt
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far more easily at school than English.

At present roughly 60 percent of the three million white population
speak mostly Afrikaans at home, and 40 percent English.

In 1918 (i.e., 42 years ago) the percentage who could speak both Eng-

lish and Afrikaans was 42 percent. In 1921 it has risen to 51 percent; in 1926

to 58 percent;in 1936 to 64 percent; in 1946 to 69 percent; in 1951 to 73 per-

cent. If one takes the age group of 10-64 years, the percentage is 78 percent

* bilingual. This was in 1951. (Today I am sure it must be over 80 percent.)

The number who spoke Afrikaans only was 8 percent and English only was 14
percent....

Ccmmenting on the "organ‘i‘za‘tion of schqolé, Malherbe distinguishes between language
as a subject and language as a medium: '

(A) Language as a subject:

Though the regulations differ somewhat in the four Provinces, it can be
assumed that all white and coloured children in South African schools are
taught both official languages, English and Afrikaans, as subjects. All indige-
‘nous African pupils are taught their vernacular language as well as at least one
of the official European languages. For the moment I shall limit my observa-
tions to schools for white plipils. ‘ '

This is the general position in a nutshell as far as the legislative require-
~ ments are concerned. |

|

|

Obviously the child begins to learn his first langﬁage as a subject right B
from the start. But as to when and how a beginning should be made with the ;
study of the second language as a subject, this becomes a question of educa- 1
tional method. %
. a
According to the best educational theory in South Africa today, both |
official languages should be taught to all pupils as subjects right from the ]
beginning. But with the following important provisos: | | B

(i)  The child must hear the second language first, then learn to speak it,
then to read and write it. |

(ii) The young child must under no circumstances learn to read or write the
‘ second language until it can do so in the first language. This is a neces-
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sary proviso, particularly where the one language is phonetic (e.g., Afri-
kaans) and the other (English) is not phonetic in its spelling.

(iii) It does not matter much how early in school life the child starts with
| the second language, provided that it follows the mode of acquisition of
the first language in learning it. This is best achieved in free association
- with other children who speak the second language. And, failing the
presence of -such children, the second language should be introduced
conversationally through games and other interesting experiences of
intrinsically educational value to the child, e.g., simple stories from the

field of history, geography, nature study, etc.

Used in this way, the language lesson (whether in the first or the second
language) becomes ancillary to the other subjects, instead of being something sterile by
itseif.... ,

(A) Language as a medium. .

In South Africa the child must be taught at least up to the end of the-

primary school through the medium of the home language, i.e., the language
which the child understands best. This is determined by the school inspector.

Only in the Province of Natal does the parent have a choice in the matter.

" The second language may be introduced as an additional medium
beyond the primary stage. In Natal this may be done earlier.

- The home (or family) language medium principle is more strongly RS
entrenched in the educational enactments in South Africa than in any other
bilingual country. '

As an educational principle, the use of the child’s home language as a
 medium of instruction, especially in the early stages, is sound. Education, to be
effective, must utilise the child’s own environment and experience as a foun-
dation on which to build. | |

Malherbe then describes the various types of schools:
(1) The unilingual or single-medium school:
Here children with Afrikaans and English heime languages ';‘“
respectively are segregated into separate schools, even though they live 1

in the same¢ community or town. Thus only one medium of instruction
is used throughout the school, except when teaching the second lan-
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guage as a subject. The majority of schools in the larger towns and cities

~are of this type. This type of school organisation has led to the
artificially ‘“kraaling off” [separation] of children into two distinct and
sometimes s'ocially hostile groups, even where they come from homes
and communities where both English and Afrikaans are currently spo-
ken. This not only deprives children while at school of“the benefit of
associating on the playground: with children of the other language
group—thus diminishing.the opportunities of hearing and using the sec-
ond language—but has also had important social and political conse-
quences. By accentuating language differences it has caused a set-back
to the process of developing a corporate national feeling of South Afri-
canism amongst the younger generation. |

~ In general there are four different principles according to which the !
media of instruction are determined in bilingual (or trilingual) countries:
(a) the home;
(b) the religious allegiance;
(c) local geographical area;
(d) the political unit (the State).

A logical consequence of the separate-medium type of school
organisation has been. in fact that we have now four English-medium
universities and four Afrikaans-medium universities....

(2) Parallel classes:

; Here Afrikaans and Englisk home language children go to the
same school, but are taught in separate classes. The only time they will
hear the second language spoken is in the language lesson and on the
playground. | ' '

(3) Dual medium:

This takes several forms in practice (a)' where some subjects are
taught through Afrikaans and others through English medium to the
same classes: (b) where both m,e\dia are used alternatively: (i) in the
same lesson, by repeating complétely or partially in the one languagé
what has been said in the other language, (ii) on successive days of the
week. The situation in (b) is feasible only when the teacher is fully
bilingual.... | o

4) A combination of the parallel class and dual-medium system, the
former. being more common in the lower classes and the latter more
common in the upper classes. |
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Types (2), (3) and (4) are uéually grouped together under the
generic term Bilingual School to distinguish them from the single-
medium school.

In 1938 I made a study of over 18,000 pupils in over 200
representative primary and secondary schools in South Africa to ascer-
tain inter alia the effect which these various types of school organisa-
tion had on (a) their progress in their first and second languages respec-
tively, and (b) their content subjects by using either or both first and
second languages as a medium of instruction. (The results have been -
pubhshed in “The Bllmgual School”—Longmans, 1946.)

In short it may be stated that Where English and Afrikaans
children attended the same school, either with the method of parallel
classes or of dual medium, (a) they gained iﬂ proficiency in their second

- language over those in separate smgle—medlum schools, while their first
language was unimpaired; (b) by the time they reached Standard VI
(i.e. the end of the primary school), they. were in no way behind in
“their content subjects as a result of their second language bemg used as
medium of instruction.

Bilingual or Plurilingual Countries Having One Official Language.

We have selected about a. dozen countries in this category with the thought that they
will suggest something of the diverse condn‘uons——lmgulstnc, cultural, political, etc.—which
affect education. Not discovering any better procedure, we shall take them up in alphabetlcal
order.

Ceylon. Ceylon, an independent nation within the British Commonwealth since 1948,
has unresolved language and educational problems. The majority of the population are Sinhal-
ese (about 6,000,000) and the largest of the minority groups are the Tamils (about 2,000,000).
All others—Moors, Burghers, Malays, etc.—comprise less than 1,000,000. In 1961, after much
discussion, Sinhalese was made the single official language of the country. As a result, the
minority groups, especially the Tamils, feel that their best interests are not adequately protec-
ted, and.there are frequent language disputes.27

China, In China, despite the presence of sometimes mutually incomprehensible lan-
guages or dialects, what may comprehensively be called Chinese is spoken by ninety-five
percent of the population and ninety-five percent of all speakers of Chinese—some of whom
- are to be found in almost any part of the world, from Singépore to New York—live in China.

The national language of China is Mandarin (or Kuo-yu), which is also one of the flve official
languages of the UN.2 ’

There are eight subgroups of non-Chinese languages spoken by the ethnic minorities in
‘China including Taiwan. Many of these languages never had any fully developed scripts until,
interestingly, the advent of the People’s Rep_ub]lic of China, whose policy approximated that of




the USSR with regard to minority languages. The general thrust generated ”by Peking was to
help the minority people either to perfect or to create written forms for their languages. The
th,@ef’t)r_y-f"was that these people. must first be helped to become literate in their own way to
facilitate their education; and then along with improved education would come the incentive
to join in the mainstream of Chinese society, to the extent of wanting to learn the national
Chinese language in addition to their own. For example, in 1955, a script was developed for
the Chuang Minority Nationals in Kwangsi Province, Southeast China, using the Lat1n alphabet
as the bas1s 29

Within the subgroup of minority languages in Taiwan, nine different forms of speech
have been identified, with a total of about 160,000 speakers.'30 The government of the
Republic of China in Taiwan so far has encouraged only academic interest in studying these
languages; there has been little activity to promote their use. (Kai-yu Hsu)

Faroe Islands. These Islands in the North Atlantic comprise a county of Denmark. The .
local language, Faroese, is one of six distinct written languages of Scandinavia. The written
form of Faroese was developed about 1846 by V. U. Hammershaimb, and in 1912 the use of

Faroese in schools and churches was to some extent authorized. Since 1938, teachers are free -

to use Faroese as the single language of mstructlon reversing the trend of the precedlng period.

Greenland. Greenland, which until 1953 was a Danish colony and_ which since that
time has become an integral part of the realm, has a Danish-Greenlandish bilingual program in |
its elementary schools. Instruction in Greenlandish, the mother tongue of the Eskimos, is
emphasized at the beginning and then Danish is added to the curriculum. It is generally
considered that the Eskimos of Greenland receive a more suitable education than they do in
Alaska or Northern Canada. However, the Danes are not satisfied-and continue to study the
problem.

* India. India represents what is perhaps the most complex multilingual situation in the
world. In the Census of 1961 “every individual was asked to give his mother tongue. A total of
1,652 different names of mother tongues were returned, of which 1,022 could firmly be
classed as Indian languages. 31 Byen though this multiplicity of tongues may be reduced to

“twleve major languages of Indo-European or Dravidian or1g1n,”3 2 the problem of education is |
complicated. Addressmg a Conference of Provincial Ministers of Education in 1949, Minister
of Education Manlana Azad stated: “India is a vast country with many languages. We must
accept unreservedly that all these languages are Indian languages and_deserve equal treat-
ment....What objection can there be if a minority in a particular province speak or learn in a
language other than that of the majority....Even if our aim is unity, it cannot be achieved by
compulsmn or imposition....We should approach this problem with large-hearted generosity
“and try to meet the wishes of the minorities in a manner which will leave no ground for
dissatisfaction or complaint. 33 This expresses an.ureproachable sentﬂnent, and to this day
nearly all minority languages are used as mediums of instruction, at least in the lower forms of
the schools. The trouble comes when national unity is sought, for Hindi, the national language,
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" and 1nternat10nal

is spoken by only one-third of the population. As a medium for higher education it competes
poorly with English, which also serves as the best medium of communication among well-edu-
cated Indians and as a link language with the world outside. After more than a decade of
controversy a tolerable formula has been worked out. Recognizing the tendency of regionél
languages to become the mediums of university education, the Central Advisory Board pro-
posed in 1962 “that any university adopting a regional language should continue to provide
facilities for instruction in English and Hindi....The National Integration Council, while con-
ceding that regional languages should become the media of university education, warmed to
the theme of Hindi as the eventual, and English as the transitionzl link between univer-
sities....The link language formula satisfied everyone because it left open the question of.
timing.”34 This is the language policy today, reflected in a speech by Mrs. Ghandi on August
15 (the Indian national holiday), 1967, in which she said, “In the present-day world, we

cannot afford to live in isolation. Therefore there should be three languages, reglona]l national,
»35 .

Mexico, Guatemala, Peru,36 and Ecuador. Monolingual Indian populations in these
countries have been for many years a serious problem for any educational program. Increas-
+ingly in the past two decades, the governments of these countries have sponsored programs in
which the Indian languages are used as mediums of instruction in the early grades of special
schools, while at the same time the children are introduced to Spanish as their second and
" national language. The Summer Institute of ngulstlcs whose teams of linguists are engaged in
research in these languages, has assisted in such programs by cooperatmg in the development of
~ writing systems, in the preparation of basic primers and readers, and in the vernacular side of .
teacher training. (Sarah Gudschmsky) , (.

Paraguay. “In Paraguay, two languages, Spanish and Guarani, have co-existed for the
past three hundred years in relative equilibrium. A high percentage (52%) of the community is
said to be bilingual and almost the entire commuaity (92%) can speak the aboriginal language,
Guarant.”37 Rubin points out that ‘“Paraguayans are unique in Latin America in the impor-
tance they give their aboriginal language, Guarani. In all other...countries the Indian language is
relegated to a secondary position—it is the language of the lower class or of the still extant
-aboriginal groups.”38ln Paraguay Guar_anf.isthe language of intimacy, of love, of poetry, and
of jokes.39 The explanation for this unique situatidn is to be found in the close interaction
between the Spanish conquerors and the Guaranies from the very beginning. The latter were
willing to collaborate with the Spaniards for their mutual protection, and a high perceniage of
Spanish-Guarani households were established. 40 The children learned Guarani from their
mothers and from the servants, and Guarani became quickly the language of the home. There
is a high degree of loyalty to Guaram, which is considered to be the national language par
excellence, though Spamsh is the official language and is also highly respected. 4 The fact that
the two languages are used for different roles makes for the great stability of both.

Philippines. One of ‘the earliest pieces of serious research on the effects of beginning
education in the child’s mother tongue was done in the Phjlippines in the late forties. The

[
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- lloilo experiment demonstrated the superiority of this form of instruction.42 Current experi-
mentation in the use of two languages in the primary grades is being carried out under the
sponsorship of the Language Study Center of the Philippine Normal College, Bonifacio P.
Sibayan, Director. 43 1In general the first two years of schooling are conducted in the child’s
home language and the rest of the elementary school in Tagalog (F111p1no P;hpmo), the
off1c1al language, with English studied as a subject.

The Union of Soviet Socialist Re*publics (USSR). The European nation with the great-
est variety of experiences in bilingual schooling is presumably the USSR. The Soviets were
from the ‘beginning committed to allow the, ethnic minority groups considerable freedom in
their educational planning. With some 200, distinct languages, spoken by about forty-five
percent of the population, the USSR became the scene of extens1ve language-development '
‘The principal languages were standardized, writing systems were developed for unwritten
languages, and well over sixty languages began to be used in primary schools and in some
instances past this level. |

In the 1930’s a new policy was initiated, which emphasi..cd the role of Russian in the
Soviet communication network and limited the use of the minority tongues. The more impor-
tant minority languages, however, continued to be used as mediums of instruction in primary
and to a lesser extent in secondary schools. 451t is reported that some 700 schools make some
use of foreign languages like English, French German, and Chinese as languages of instruction ,
in various subjects."'6 Mackey adds that there are more than twenty Pedagogical Institutes for
Foreign Language Teaching and at least four times this number of Special Language Schools in
which, from the first grade, a foreign language is used almost exclusively as modern history and
economic geography of the fore1gn country are taught in the foreign language. 47

United Kingdom. As E Glyn Lewis remarks in h1s chapter on “B1l1ngual1sm—Some
Aspects of its History,” there has been in Britain “a long, almost unbroken, tradition of
b111ngual1sm of one form or another over large areas of the country. Latin, of course, was a

living language in these islands as 1t was un the continent....Latin was spoken by members of all
"~ classes of the Celtic population... It is probable that the Romanised Britons were bilingual
- exactly as the well-to-do-classes in Norman Engldnd a thousand years later. 48 | ewis contin-
ues: “In the 13th century French was spoken practically everywhere, certamly everywhere
that mattered. It was the language of the court, and of society; it was the language of
adm1n1strat1on of parhament of the law courts, the church and monasteries. It was the
language of schools, which forbade the speaking of English, much as Welsh was forbidden in
. Wales in the 19th century. »49 = '

In our day, the Celtic mihority languages having long since retreated to the edges of
Great Britain, are struggling manfully to mamtarn themselves. Welsh-English bilingualism is still
active in parts of Wales.> : |

- The Constitution of Ireland lays down in the famous Article 8 that “1) the Irish
language as the national language is the first- official language. 2) The‘English language is
| 33
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‘recognised as a second official language. 3) Provision may, however, be made by law for the
exclusive use of either of the said languages for any one of more official purposes, either

throughout the-State or in any part thereof.”> Proponents of Irish-English bilingualism see it

as the only way of maintaining the Irish language and culture. Others, while sympathetic to the
desirability of maintaining the ancestral heritage, point out that Irish Sp_eakers account for only
three percent of the population, according to the 1961 Census. Recent surveys show that
“about 83 percent of the population did not believe that Irish could be restored as the most
widely spoken language... »52 Apparently the motivational factor is lacking. Even those who
are sympathetic to the maintenance of Irish have little reason for optimism.

In Scotland Gaelic plays a feeble role in the schools.5 3

Summary .
This cursory sampling of a dozen bilingual or plurilingual communities is intended to be
more than suggestive. An American educator will perhaps detect among these foreign settings
~an occasional feature that matches the situation in his own bilingual community. He will
probably have mare questions than answers. Is b111ngual1sm a good thing for a community or a
nation? Should it be confined to the home and to use-among intimate friends? Or should it be
nsupported through instruction in the schools? How do languages relate to social roies? What
are appropriate roles for the home language, forasecond language, and for foreign languages?
Are there essential differences between local languages and languages of wider communication?
What makes some languages prestigious and others not? What determines community attitude
toward a given lahgu.age, toward bilingualism, toward bilingual schooling? How should rriajor—
ity and- minority language groups interact? Does the power ,advantage of the majority or
dominant group imply special responsibility toward the minority groups? How much do lan-

guage problems and intergroup tensions result from ignorance—of the nature of language; the .
process of language learning; the inter-relationship of language, culture, and society, etc.? In .

“the chapters that follow we cannot presume to give definitive answers to all of these questions,
~ but we hope that the mformatlon we have gathered will be suggestive of some lines of thought.

.—\
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NOTES

IThe reader will fmd it useful to refer to the varied matter contained in the appendi-
ces. Especially relevant to this chapter are Appendix C, Demographic D}'{f”Appendm J, From
Egypt to America: A Mult1l1ngual’s Story; and Appendices K through U, which contain basic
information on a dozen different American ethnic groups,

We also call attention at the very outset toa basic book, Joshua A. Fishman’s Language

Loyalty in the United States which should be within reach of every educator 1nterested in
bilingual schooling. - |

2Ina personal communication to us, from which we quote and paraphrase.

3See Frances H Ellis (1954) for a deta1led account of the Indianapolis program be—

tween 1869 and 19109.
{

2

4Kloss (1942), pp. 615-682; Kloss (1963), pp. '95-1‘ 09.

SDr. Kloss has communicated to us a one-page tabulation, published under the title
“Die Deutschamerikanische Schule” in Jahrbach fiir Amerzkastudzen Vol. VII (1962), pp.
159-160, and which we reproduce herewith. Kloss writes: °

In 1962, I published the following tabulation, giving data from 1900 (the figures were
taken from Viereck, but the capial letters A, B. C have beén added by me):

I. Enrollments in Programs with H1ghly Developed German
Studles in Elementary Schools

2

Place - Private  Public! Total % of All Pupils
New Braunfels, Tex. ~ 120 2404 360 100
Tell City, Ind. f 120 ~  500C 620 96
Belleville, I1L . 960  2,026A 2986 71
New Ulm, Minn. 330 | 575A 905 - 90
Carlstadt, N.J. | 122 486 C 608 95
Erie, Penn. | 1,985 ~  4,830B 60815 - - 66
Milwaukee, Wisc. 10,525 21,190B 31,715 62
Cincinnati, Ohio ~ 10,700 - 17,287A 27,987 50
Cleveland, Ohio 8,041 17,643A 25,684 40
Evansville, Ind. - 1,365 ~ 2,480C © 3,845 36
Hamilton, Ohio 450 - 1,017C 1,467 32
Columbus, Ohio _ 1,580 3,980 A 5,560 22
Dayton, Ohio 1,320 2,203A 3,523 25
Saginaw, Mich 250 - 1,130A 1,380 33
Baltimore, Md. ' ' 7,250 8,450A 15,700 16 .
Indianapolis, Ind. 1,861  4,537A 6,398 18
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II. Enrollment in Programs with Léss Highly Developed

German Studies in Elementary Schools

! A=dual medium schools

B=German mei¢ branch of study
C=precise status of German unknown

36

Place Private Public!  Total % of All Pupils

New York, N.Y. 18,240 60,000B 78,240 25

Buffalo, N.Y. 5,030 7,030B 12,060 17

Hoboken, N.Y. 870 980C 1,850 20

Sheboygan, Wisc. 1,870 - 744 C 2,614 55

Davenport, lowa 430 3,400C 3,830 56

Chicago, Il1. 25,340 31,768 B 57,108 19

Denver, Colo. 530 2,861C 3,391 15

Lancaster, Pa. 980 ' S80A 1,560 25

Akron, Ohio 750 75C - 825 11
‘Toledo, Ohio 1,868 1,932C 3,800 18

La Crosse, Wisc. 893 560C 1,453 25

Houston, Tex. 350 816C 1,166 20

lA=dual medium schools

B=German mere branch of study
C=precise status of German unknown
III. Secondary School Enrollment in Cities Where Public
Elementary Schools Teach No German
_Place Private Public!  Total % of All Pupils
~ St."Louis, Mo. 16,850 148B 16,998 17 | S

Detroit, Mich. 7,180 250B 7,430 15 4 :
Newark, N.J. 5,180 500B 5,680 14 L
Louisviile, Ky. 4,530 150B 4,680 14
St. Paul, Minn. 2,180 443 B 2,623 9 ]
Brooklyn, N.Y. 7,150 960B 8,110 5 ]
Allegheny, Pa. 2,560 150B 2,710 11 R
Peoria, I11. 1,020 150B 1,170 12 |
Dubuque, Iowa 1,850 175B 2,025 30

Rochester, N.Y. 2,180 448 B 2,628 9

Pittsburgh, Pa. 7,128 160B 7,288 13
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Houston, Tex. 350 816C 1,166 20
I A=dual medium schools

B=German mere branch of study
C=precise status of German unknown
111. Secondary School Enrollment in Cities Where Public
Elementary Schools Teach No German
. Place P_rivate Public! Total % of All Pupils
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Newark, N.J. 5,180 500B 5,680 14 | | B
Louisville, Ky. 4,530 150B 4,680 14 B
St. Paul, Minn. 2,180 4438 2,623 9 | 3
Brooklyn, N.Y. 7,150 960 B 8,110 5 o 8
Allegheny, Pa. 2,560 150B 2,710 11 o
Peoria, I1L. 1,020 150B 1,170 12 |
Dubuque, Iowa 1,850 175B 2,025 30 X ,
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6For a descrlptlon of this and one other Spanish program in the Dade County Schools :
see Gaarder and’ Richardson (1968) and Bell (1969). , |

TRichardson (1968).

8See Texasi Education Agency (1967).

91bid.

101pid. See aleo Appendix V, Bﬂingual Programs in the United States.

11For a brief report on Switzerland as a plurilingual state see Canada (1967), ppv.
79-80. See also Welsh (1966). |

P1bid., pp. 77-79.

13gee Canada (1965), p. 95. This table names the following languages or language
groups, with numbers‘and percentages

T e e abiipe T m O Y

Language (groups) Number of Speakers Percentage of Population
German : , . 563,713 3.09
Ukrainian 361,496 1.98
Italian | 339,626 1.86
Dutch ‘ | 170,177 ; 0.93
Indian and Eskimo - 166,531 0.91
Polish 161,720 - 0.88
Scandinavian - 116,714 0.63

- Jewish (Yiddish and Hebrew?) 82,442 0.45
Others, not stated 492,137 2.69
TOTAL . 2,454,562 - 13.45

MGiroux and Ellis (11968) p. 2. Our description is based on this study, supplemented
by a personal visit.

'Sbid.
l6p 3.

T The procedure is described on pp. 5ff.
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18p_ 6.
i 19p, 7.
20por a detailed report see Lambert and Macnamara (1969).
.2‘_1Gratifying results are reported by Lambert, Just, and Segalowitz (1969).
22The authors had an opportunity to visit this school in April 1969 aﬁd were most
favorably impressed by the interest expressed by several parents and the principal, by the skill

and dedication of the teachers, by the performance of the children, and by the effective
research collaboration of Lambert and his team.

23Capada (1967), pp. 75ff.

24For a much more ‘detailed treatment of the Finnish situation the reader is referred to

T. Miljan, Bilingualism in Finland, a research report submitted to the Royal Commisston on - |

Bilingualism and Biculturalism. See p. 211 of Book I, General Introduction: The Official
Languages. Miljan reports, for example, that the normal pattern for a Finnish school child is to
receive his education through his mother tongue and to study the second official language as a
subject starting in grade 5. See also Wuorinen (1931). '

25United Kingdom (1965), pp. 8ff.-

26For another succinct description see Canada (1967), pp. 80-82. See also Aucamp
(1926) and Malherbe (1946).

27gee Macrae (1939).
2SSee also Appendix R, Chinese, by Kai-yu Hsu.

29Amerlcan Consulate General in Hong Kong, “Survey of Mainland Press,” No. 1068
(June 14, 1955), p. 1.

30Chung Lu-Sheng, The Phonology of the National Langu.age, Taipei, 1966, pp. 10-12.

313 4tian Dakin, et al. (1968), pp. 12-13. Our brief 'ac‘count is based on this chapter.

32Ibid p. | 16. Kloss states that there are fourteen (not twelve) official languages
(including Sanscrit). See his “Problémes linguistiques des Indes et de leurs minorités,” in Revue

de Psychologie des Peuples, Vol. XXL (1966), pp. 310—348

33Ibid., p. 36.
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34Ibid., p. 53.

3S1bid., p. 61.

‘36Bums (1968).

37Joan Rubin (1968), p. 14.
381bid., p. 21.

3d1bid., p. 16.

40pid., p. 23.
4l1bid., p. 21.
42pedro T. Orata, “The Iloilo Experiment in Education Through the Vernacular,”

UNESCO The Use of Vernacular Languages in Education, Paris, 1953, Monograph 8 on
Fundamental Education, pp. 123-131

43prator (1956).
Bonifacio P. Sibayan, “Some Problems of Bilingual Education in the Phihppmes Phil-
ippine Journal of Education, Vol. XLV (1966).
gy,
———— “Language Planning in the Philippines.” Paper read at the Thomas Jefferson Cultural
Center. Mimeographed, 10 p. See also Sibayan (1968). '

———— “Pilipino, Ehglish and the Vernaculars in Philippine Life,” The Catholic Teacher, Vol.
XIV (January 1969), pp. 1-12.

———— “Planned Multilingualism in the Philippines, In Thomas A. Sebeok, ed., Current Trends
in Linguistics: Vol. VIII, Linguistics in Oceania, The Hague: Mouton & Co. (in press).

———— G. Richard Tucker, “An Assessment of Bilingual Education in Philippine Context.” See .
interim report attached to comrespondence with Work Page No. 1, Phi]lippme Normal College

Bllmgual Experiment, 1968-1969.

44EI‘1C Goldhagen (1968). See especially Jacob Ornstein’s chapter entitled “‘Soviet | _ z
Language Policy: Continuity and Change.” See also Kreusler (1961). : I

451bid.

46H. H. Stern (1969), p. 82. ., | | | 1

39




4TSource: Xronika, Inostrannije Jazyki v Skole, 1960-1968.

48 United Kingdom National Commission for UNESCO, Bilingualism in Education,
London: Her Majesty’s Stationery Office, 1965, p. 71.

4O1bid., pp. 72-73.

, 3 OMinistry of Education, “The Place of Welsh and English in the Schools of ‘Wales,”
London: Her Majesty’s Stationery Cffice, 1953. See also Jones (1966). '

Slgee the chapter by Colmén L. O‘Huallachdin, O.‘ F. M., “Some De‘Velopment in the
Irish Republic: Language Teaching in Ireland,” in Peter Strevens, ed., Modern Languages in
Great Britain and Ireland, Strasbourg: AIDELA, 1967.

3 2Macnamara (1969), p. 17. See also Macnamara (1966).

53gcottish Council for Educational Research, Gaelic-Speaking Children in Highland
Schools, London 1961. : \
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Garfield Elementary School Li-
brary, Del Rio, Texas, where half
the books in Spanish is the aim.

Developing self-concept, the value

of the individual (Southwest Edu-
~cational Development Laboratory
_program: San Antonio, McAllen,
etc. L
Bilingual education is for native
English-speaking children
...and for newly arrived students
from Mexico (Calexico Union
High School, Calexico, Calif.)
It is implemented by cooper-
ative planning
....Janguage labs
...dramatization (Lowell Elemen—
tary School, San Diego, Calif.)
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16. Rough Rock
Demonstration
School, Chinle,
Arizona where
Navajo children
‘embrace
two cultures
Interest leads
to learning
And learning has
room for dreams
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PAFullToxt Provided by ERIC

19. The bilingual teacher

20. Introducing bilingual education to
the public via television

21. ...to a child through verbal play

22. Videotape helps the teacher learn

23. Common interests cross the barrier:

- A student tutor helps a child

(Elbert Covell College, University o
Pacific, Stockton, Calif.)




Two approaches to mathematics
But only one to a good hot meal
“How will they treat my children?” .
At Mesilla Elementary School, Las
Cruces, New Mexico, parent in-
volvement helps provide an answer




CHAPTER 1V

A RATIONALE FOR BILINGUAL SCHOOLING .
Current thinking about bilingual schooling is far from uniform, and the wise admini-
strator and school board will seek information representing more than one point of view. Here
are the basic questions that are being raised:

Is bilingualism desirable or undesirable? For the nation? For the individual child? If
desirable, is it worth the trouble and expense? )

Is Bilingualism Desirable or Undesirable for the Nation? This fundamental question
comes down eventually to a value judgment, which cannot be pronounced either correct or
incorrect except in terms of the particular time and circumstance of a specific nation. William
A. Stewart describes two different policies:

1. The eventual elimination, by education and decree, of all but one language,
which remains to serve for both official and general purposes.

2. The recognition and preservation of important languages within the national
scene, supplemented by universal use of one or more languages to serve for
official purposes and for communication across language boundaries. L

For the United States of America in thls latter half of the twentieth century the
question of desirability for “the nation seems almost rhetorical. America’s relations, official and
unofficial, with almost every country in the world, involving diplomacy, trade, secunty, tech-
nical assistance, health, education, religion, and the arts, are steadily increasing. The success of
these international relations often depends on the bilingual skills and cultural sensitiveness of
American representatives both here and abroad. 2 In our country, as in every important nation,
educated bilingualism is an accepted mark of the elite, a key which op *ns doors of opportunity
far and w1de It seems clear to us that bllmguallsm is highly desuable for the natlon

Is Bi‘lingualism‘Desirable or Undesirable for the Individual Child? If the individuai child
'belongs to a high socioeconomic class, the answer is obvious. As in other countries, the elite
considers knowlcdge of other languages essential for participation in international affairs. To
argue that children of lower socioeconomic classes will never need to use other languages is in.
effect to deprive them of the opportunity to become eligible for such participation. In the case
of American children who are born into a non-English language, not to give them the educa-
tion needed to perfect their first language to the point of usefulness amounts to a virtual
betrayal of the children’s potential. As Bruce Gaarder has said, 3

The most obvious anomaly—or asburdity—of our educational policy
regarding foreign language learning is the fact that we spend perhaps a biliion




dollars a year to teach languages--in the schools, the colleges and universities,
the Foreign Service Institute, the Department of Defense, AID, USIA, CIA, etc.
(and to a large extent to adults who are too old ever to master a new
tongue)—yet virtually no part of the effort goes to maintain and to develop the
competence of American children who speak the same languages natively.
There are over four million native speakers of French or Spanish in our country
and these two languages are the two most widely taught, yet they are the ones
for which our Government recognizes the greatest unfilled need ‘at the levels,
for example, of the Foreign Service of the Department of State and the pro-

gram of lectures and technical specialists sent abroad under the Fulbright-Hays
Act). ’

In the succeeding pages we shall speak of other advantages of bilingualism to the
American child, of whatever social class; but the views already suggestedleave us with but one
conclusion: For the individual child, as for the nation, bilingualism is clearly desirable.

~ Is Bilingual Schooling Worth the Trouble and Expense? This is a question that each
community must decide for itself, just as it must decide about other features of the education
it wants for its children. Every school dis’grict; we suppose; wants all of-its;children to have
 some education, usually represented by the three R’s, plus some acquaintance with the other
subiects regularly included in the elementary school curriculum. Some children are considered
to be entitled to more education than others. These are recognized by their ability to learn
gverything the school offers—and more. In their cases, the curriculum may be enriched by
| additional subjects—e.g., another language——or by greater depth in some of the common learn-
ings.

In the average school Sett'ing languages other than English have usually been thought of
" as foreign, even though they méy be the native languages of some of the school’s children.
Foreign languages have been on the periphery of American public education, generally not to
be. apbroached except as an extra or in high school, where they are not so much learned by the
average student as studied for two years. Only the privileged child has an opportunity really to

learn another language, either in the exceptlonal FLES (foreign language in the elementary -

“school) program which enjoys the support of its community or from a “forelgn servant or
playmates or from prolonged residence abroad. Many lower or middle-income communities
think of ‘other languages in the elementary grades as a frill which, with the rising cost of
education, cannot be afforded

If bilingual schooling is thought of merely as a form of foreign-language education, it
already has one strike against it. In the following pages we shall hope to make it plain that
though bilingual schooling does involve the learning of two languages,’ neither is foreign. The
non-English-speaking child’s home language is his native language, ‘his mother tongue; and
English is his second language, to be learned in a special way. As we hope to demonstrate,
bilingual schooling is not exclusively either the learning of a “forelgn language or the learning
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of English—though both of these are involved—; it is rather a new way of conceiving of the
whole range of education, especially for the non-English-speaking child who is just entering
school. It necessitates rethinking the entire curriculum in terms %f the child’s best instruments
for learning, of his readiness and motivation for learning the various subjects, and of his own
identity and potential for growth and development.

It is clear that restru'ct‘uring the whole educational process will involve both trouble
and expense. The authors of this study cannot possibly decide for anyone whether the results
promised by proposed educational changes will be worth while. Only after considering such
evidence as we hope to adduce in the course of this study can a school district reasonably be
expected to niake’ a thoughtful and responsible decision. We make no secret of the fact that
. our study hasled us te believe that certain basic changes in the policy and practice of education

for our “bilingual” children can bring about significant improvements, not onl; for the chll- '
“dren themselves but for our communities and our country as well.

Rationale : '

Need for Change It is perhaps healthy to begin by acknowledgmg the potent need for
- change and unprovement in the education of our non—Enghsh—speakmg children. Throughout
the length of our educational history we have been aware of this need. The Bureau of Indian
Affairs in the Department of the Interior, the United States Office of Education, the State
Adepértment of education in bilingual areas, and local scho‘pl districts have all shown their
concern by conducting studies and experiments on behalf of ﬁon—Eﬂglish—'Speaking children. We
shall cite a single example from the abundant literature: “A Resolution Concerning the Educa-
tion of Bilingual Children, El Paso, Texas, J anuary 1966 4 This document, based on a Texas
Education Agency report and on a study by sociologists Browning and McLemore of the
University of Texas at Austin, pdints out suCh sobering facts as the following:

“The per capita medlan income of ‘Anglos’ in Texas in 1959 was $4 137, that of
Spanish-surname Texans $2,019.”

i
N

X,

In 1955-1956 "‘the average Spanjsh-surname Texan was—spending three years in the
first grade and was dropping out of school before reaching the fifth grade (4.7). This compares
with 10.8 school years compieted by ‘all whites’ (which includes Spamsh—surname Texans) and
8.1 by ‘non-whites’ (primarily Negroes and Orie ntals) o

The Resolution paSsed by the Southwest Council of Foreign Language Teachers consti-
tutes a capsule rationale for the bﬂlngual education of all the poor of America whose English is
non-functlonal The reader is invited to see this short document at this point. |

The Need for [dentity. The nOHAEngl‘ish-Speaking child who has typically lived the
critical first five or six years of his life in a language and a culture different from those he
encounters as he enters school inevitably suffers a culture shock. To be sure, most administra-
tors and teachers try their best—in English—to make such a child feel comfortable and, wel-
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come. However, to the extent that English is the only medium of communication and the
child’s language is banned from the classroom and playground, he inevitably feels himself to be
a stranger. Only as he succeeds in suppressing his language and natural way of behaving, and in
assuming a new and unaccustomed role, does he feel the full warmth of approval. In subtle or
not so subtleolways he is made to think that his language is inferior to English, that he is
‘inferior to the English-speaking children in school, and that his parents are inferior to English-
speakers in the community.

His parents find themselves in a similar equivocal situation. Pride in their heritage and a
natural sense of dlgmty make them want to maintain the ancestral language in the home. At
the same time, many parents want to do all they can to help their children adjust to school and
so they talk English as best they can in the home rather than their native language. Sometimes
what results is a mixture of the two, with an inadequate hold on either. The fault here lies less
with the parents than with the teacher and schools that misguide them

The Best Medium for Learning. The school, as the agency whose task it is to organize
the best possible education for all children, has an unusual opportunity today “to develop
forward-lookmg approaches through bilingual schooling. This can be done only if administra-
tors and teachers understand clearly the basic principles involved. In addition to those already
mentioned, educators have in recent years come to agree that the best medium, especially for
the initial stages of a eh11d s learning, is his dominant language. This;was stated categorically by .
a group of international educators who met in Paris in 1951 to prepare a monograph of
fundamental education. In their book, entitled The Use of Vernacular Languages in Educa-
l‘ion,S they say “It is axiomatic that the best medium for teaching a child is his mother
tongue.” 6 Similar findings have been reported by Nancy Modlano7 following research with
three Indian groups in Chiapas. 8 ‘The Summer Institute of Linguistics, which has extensive
experience in teaching literacy to so-called primitive-peoples, has adopted as regular procedure
the teachmg of reading and writing first in the mother tongue, and then in the national
language. 9 In a foreword to the 1964 Bibliography of the Summer Institute of Linguistics in
- Peru Augusto Tamayo Vargas, Dean of the Faculty of Letters of the University of San Marcos
“in Lima expressed the satisfaction felt by Peruvians in educational government circles over the
results obtained. His words have been translated from Spanish.by Mary Ruth Wlse

The Summer Institute of Linguistics...has worked in Peru almost
~twenty years and in those years their work has been so fruitful that the name of
the Institute is linked to fhe work of national literacy and to the spirit of biling-
| ual teaching. For, the members of this Institute, who initiated their work in our

country in 1945 have created alphabets for each of the tribal groups of the
jungle thereby extending the posszbzlzty of reading and writing to isolated
tribes: and thanks to their technical ability in teaching, the-concept continues
to spread that the diverse groups of humanity should receive their first educa-
tion in their native tongue in order later to offer them the national language,
Spanish, as a second mo ther tongue without losing the first.
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From these reports and others that could be cited educators are agreed that a child’s
mother tongue is the best normal instrument for learning, especially in the early stages of
school, and that reading and writing in the first language should precede literacy in a second.
This principle is respected in the educational policy of such bilingual countries as Canada,
Finland, Belgium, Switzerland, and the Union of South Africa. 10

Learning Through English. There is a widespread fear among. non-English-speaking

ethnic groups in the United States that by beginning their schooling in the home language their N

‘children will be retarded in their learning of English. Such evidence as there is points in the
opposite direction. There are many examples of young children’s ability to learn two or more
languages at the same time, ‘as we shall mention later in this chapter. Preliminary research
indicates that, provided one of the 1anguages is the mothenttongue, children who learn through
twe languages tend to learn as well or better than those who learn through only one. I

First, Second and Foreign Language The organlzer of a bilingual program in the
United States needs to understand clearly the dlfference between the children’s home language
(also called first language, mother tongue or vernacular), the1r second language (English), and

language which exercises the most important and the durable mﬂuence on him; it helps to

fashion his basic style of speech and personality. For such a child in the United States, English

is usually the second language. The teaching of English as a second language to children whose
first language is not English requires a special approach, special techniques, special materials,

and special understanding. ESL (English as a second language) techniques are used widely in .

- areas where we have concentratlons of non-English-speaking persons. The limited English thus
acquired is not for qu1te some time a sufficient medium’ for the non-English-speaking child’s
total learning, but 1t should be an important component of a well-planned b111ngua1 program.

For many non-Engllsh-speakrng children in the United States, English may very well
1n1t1a11y be altogether foreign, but it has become conventional to refer to it as a second
language since it is used act1vely and officially, even in our bilingual areas. Social s01ent1sts tend
nocw to restrlct the term “foreign language” to languages not conmimonly spoken in a given
community. Thus, for example a Spanish-speaking American encounters his first language at
birth, may not meet his second 1anguage (English) until he begins school at age six, and studies
his first foreign language perhaps as a high school subject.

¢

X The Best Order for Learning Language Skills. Another important factor in plannmg a -
sound brlmgual program is the proper ordering of language skills, usually called language arts-r‘,_

by elementary-school educators. Just as a child first learns to hear, understand, and speak his
own language and then learns to read and write it, so should he learn his second language in the
same way.

What has not been sufficiently understood in the past is that a Span1sh-speak1ng chlld

who has 11ved his first five or six years ina Span1sh-speak1ng fam11y and communlty is read‘s?"
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to learn to read and write in Spanish but no} in English. A teacher who fails to take advantage
of his “readiness” and to teach him how to read and write his mother tongue without delay is
missing a golden opportunity. | \ : "

The Factor of Age. Recent research confirms what perceptive educators have long
known, that the human infant is a surprising learner. “Psychologist Benjamin Bloom estimates
that about 50 percent of mature intelligence is developed by age four and another 30 percent
by age eight. Some psychologists doubt whether any amount of remedial work later on will
enable a chiid to develop mtellectually to his full potential if he does not receive the proper
stimulation at the proper time —that i is, very young. »12

~We cite this arresting quotation, for it underlines what is coming to be accepted more.
and more as a truism by educational theorists, namely, that formal schooling normally begins
at an age when much of the learning potential of a child has already been lost. Realizing that

. the early-learning movement is accelerating rapidly, New York City school officials are experi-

menting with two-year-olds. “The earlier we get youngsters, ” says one administrator, “the
Qetter chances of their doing will in schoel later.” 13 The results of early 1nvest1gat10n are so
promising that bilingual program planners would do well to include 1nfants “and preschool
chlldren in their designs.

Early Language Learning. We are coming to realize the unsuspected capacity of infants
and young children for learning in general; but their extraordinary capacity for the learning of
languages, both the mother tongue and other languages, has long been common knowledge.

We cannot explain how man developed language, thus setting himself apart from the
other animals, and we never cease to wonder at the infant’s skill in mastering his mother
tongue. Less well known is the fact that the vocal noises which the infant enjoys producing far
transcend the limits of the community language. After making a number of sample recordings
of the vocalizations of a single infant in the first year of hfe, Charles Osgood observes that

“within the data for the first two months of life may be found all of the speech sounds that

| the human vocal system can produce.” 14 This fact has enormous implications for the propon-

ents of bilingual schooling. Linguists are agreed that by the’ age of about five and one-half the
average child has mastered most of the sound system and much of the basic structure of his
language, as well as a sufficient vocabulary to participate fully in the activities of immediate
concern to him. '

Another indication of the child’s fantastic learning power is the size of his vocabulary.
Mary Katherine Smith, using the Seashore-Eckerson English Recognition Vocabulary Test,
found that “for grade one, the average number of basic words known was 16,900, with a range -
from 5,500 to 48,800.”15 Henry D. Rinsland, using written sources supplemented by chil-
dren’s conversation, counted 5,099 different words used By first graders as an active vocabu-
- lary out of 353,874 running words. 16 :
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In learning additional languages, too, young children astonish adolescents and adults,
who have so much difficulty acquiring, their second language. A well-known example of chil-

“dren’s plur1l1nguahsm in a multilingual societal setting is that cited by British psychologist

J. W. Tomb: “It is common exper1ence in the district in Bengal in which the writer resided to
hear English children three or four years old who have been born in the country conversing
freely at different timés with their parents in English, with their ayahs (nurses) in Bengali, with

sthe garden coolies in Santali, and with the house-servants in Hindustani, while ‘their parents

have learned with the aid of a munshi ( teacher) and much laboruous effort ]ust sufficient Hin-
dustani to comprehend what the house-servants are' saying (provided they do not speak too
quickly) and to issue simple orders to them connected with domestic affairs. It is even not un-
usual to see Enghsh parents in India unable to understand what their servants are saying to

them in Hmdustan1 and be1ng ‘driven in consequence to,bring along an Enghsh Chlld of four or’

five years old, if available, to act as 1nterpreter.”l 7

Missionary families are a particularly rich source of examplés to illustrate children’s
language learning ability. “One American missionary family in Vietnam tells this story: When
they went out to Vietnam, they were three, father, mother, "and four-year-old daughter.

- Shortly after their arrival a son was born. The parents’ work took them on extended tr1ps to

the interior of the country, at which times they left their oh11dren in the care of a V1etnamese

housekeeper and a nursemaid. When the time came for the young son to talk, he did ih fact -

talk, but in Vietnamese. Suddenly, the parents realized that they could not even communicate
with their son except by using their daughter asan 1nterpreter »18 |

According to Dr. Wilder Penf1e1d the d1st1ngu1shed former Director of the Montreal .
Nuerological Inst1tute “A child who is exposed to two or three languages during the ideal

period for language learning pronounces each with the accent of his teacher. If he hears one
language at home, another at school, and a third perhaps from a governess in.a nursery, he is
not aware that he is learning three languages at all. He is aware of the fact that to get what he
wants from the governess he must speak one way and with the teacher he must speak in
another way. He has not reasoned it out at all.

In his biography of the Canadian Prime Minister, Louis St. Laurent, Bruce Hutchison
quotes the former Prime Minister as follows, “‘I thought,” he used to say in later years, ‘that
everybody spoke to his father in French and his mother in English. 20

- From these examples, and from many others that could be found educators may

_safely conclude that the learning of twe languages does not constitute an undue expectat1on of

children, espemally very young children. 21

Language and Culture. “Study of the history and culture associated with a student’s
mother tongue is considered an integral part of bilingual education.” This quotation from the
Guidelines to the Bilingual Education Program emphasizes the relation of language to culture.

Language is only one of the important parts of the characteristic behavior of a people bound
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a culture, and of a people aré all one and the same thing.)

*

together in one culture. It is closely connected with a particular way of feeling, thinking, and
acting, and it is rooted in and reflects a commonly accepted set of Values. Educators need to
remember that a child born into é\Spanish-speaking family in the Southwest, a Navajo child
born on the reservation in‘Arizona, a Franco-American child born into a French-speaking
family in Northern Maine, and a Chinese child born into a Cantonese-speaking family in San
Francisco all enter different worlds, worlds which are organized and presented through the grid
of the particular language that they hear about them and that they acquire. There is, therefore,
an intimate relationship between the child, his family, his community, their language, and their
view of the world. How to harmonize these with American English and with prevailing Ameri- .
can culture patterns without damaging the self-1mage of a non-English-speaking child is the
challenge It is not a minor one.

» .
<«

Bilingualism, Biculturalism, and the Community. Bilingual education can ‘provide one
important means of building out of varied ethnic elements a harmonious-and creative commu-
nity. It is not enough for educators to understand the principles on which a solid b1hngual
program must be l)ullt they must aiso create understanding throughout the community con-
cerning the 1mportant connection between one’s mother tongue, one’s self-1mage, and one’s
heritage (both individual and group-cultural) One can’ hardly despise or deprec1ate any
people’s language without depreciating the people theinselves. As forty-nine Scand1nav1an
professors, assembled in 1962 . SO eloquently said: ‘‘L° extermination d‘une langue, “d‘une
culture et dun peuple sont une- -seule et méme chose. »22 (The exterrnmat1on of a language, of

AN

S

Wherever the vicious c1rcle begms, it is the commun1ty as a whole or the nation as a
whole. that suffers the consequences. Both those respons1ble for the adm1n1stratlon of the
schools and those who exert leadership in the communjty must search their consciences before

deciding what kind of education to proy1de The non-Eng11sh-speak1ng child who at the begin-

ning of school is unable to acquire literacy in Enghsh in competition with his English-speaking

" classmates and who is not permitted to acquire it in his own language makes a poor beginning

that he may never be able to overcome. Frustrated and discouraged, he seeks the first oppor--

: _tumty to drop-out of school; and if he finds a job-at all it will be the lowest paying job. He will

be laid off first, w111 remain unemployed longest and is least able to adapt ‘to changlng
occupatlonal requlrements ‘

- The Bilingual Education Act was conceived to rectify certain‘obvious educational
defects of the past. But educational discrimination is.but one aspect of the ills which char-
acterize our still far from perfect society; and the. building of a better education system,
rest'ing -on a full recognit'ion of many languages and cultures can be expected t6 make only a

' modest start toward our full. knowledge and acceptance of ourselves for the vast mult1far1ous

unhomogeneous natlon that we are.

e

e

To summarIze, a rationale for bilingual schoohng in the Un1ted States rests on the
following propos1tlon :

o~
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1. American schooling has not met the needs of children coming from homes
where non-English languages/are spoken; a radical improvement is therefore
urgently needed.

2. Such improvement must first of all maintain and stfengthen the sense of iden-
tity of children entering the sghool from such homes.
3. The self-image and sense of dignity of families that speak other languages must

also be preserved and strengthened.
4. The child’s mother tongue is not only an essential part of his sense of identity;
- it is also his best instrument for learning, especially in the early stages.

5. - Preliminary evidence indicates that initial learning through a child’s non-English
home language does not hinder learning in English or other school subjects.
-~ 6. Differences among first, second, and foreign languages need to be understood if
! learning through them is to be sequenced effectively.
7. The best order of the learning of basic skills in a language—whether first or

second—needs to be understood and respected if best results are to be obtained;
this order is normally, especially for children: listening comprehension, speak-
ing, reading, and writing. |

8. Young children have an impressive learning capacity; especially in the case of
language learning, the young child learns more easily and better than adoles-
cents of adults the sound system, the basic structure, and vocabulary of a
language. '

9. Closely related to bllmguahsm is biculturalism, which should be an integral part
of bilingral mstructlén

10.: Bilingual education helds the promise of helping to harmomze various ethnic

elements in a community into a mutually respcctful and creative pluralistic
soc1ety

Another Rationale | _ :

We have representéd a brief rationale in the form of a Resolution Concerning the
Education -of Bilingual Children and have sketched the main points whi¢h we consider ‘essential
to its understanding. We want in conclusion to present another viewpoint, that of A. Bruce
Gaarder, a trilingual whose study of bilingual education has been long and intense. The state-
ment which he presented to Senator Yarborough’s Special Subcommittee on B111ngual Educa-
tion on May 18, 1967 is a complete rationale in itself. We reproduce it herewith except for one
paragraph, which we have quoted earlier in this chapter. ’

Prepared Statement of A. Bruce Gaarder, |
Chief, Basic Studies Branch, |

Division of College Programs, Bureau of |
Educational Personnel Development,

U. S. Office of Educationzb‘?’} :

Mr. Chairman and members of the subcomrhittee, there were in 1960 about five
million persons of school age (6-18) in the United States who had a non-English mother
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tongue. It is reliably estimated that over three million of this group did in fact retain the use of
that tongue. In this group of school children who still use the non-English mother tongue,
there are 1.75 million Spanish-speakers, about 77,000 American Indians, and slightly over a’
millign ffom some 30 additional language groups: French, German, Polish, Czech, Yiddish,
Ukrainian and many others. The situation is not known to have changed notably since 1960.

These are the children we are concerned with, plus another million or so in the same category
under six years of age and soon to enter the schools. They are necessarily and unavoidably
-bilingual children.

Bilingualism can be either a great asset or a great liability. In our schools millions of
these youngsters have tsen cheated or damaged or both by well-intentioned but ill-informed
educational policies which have made of their bilingualism an ugly disadvantage in their lives.
The object of this testimony is to show the nature of the damage that has been done and
suggest how it can be remedied in the future.

Bilingual education means the use of both English and another language—usually the
child’s mother tongue—as mediums of instruction in the schools. It is not “foreign language
teaching™ but rather the use of each language to teach all of the school curriculum (except, of
course, the other language itself). There are five main reasons which support bilingual educa-
tion. The first three apply to the child’s years in the elementary school:

' 1. Children who enter school with less competence in English than monolingual
English-speaking children will probably become retarded in their school work to the
extent of their deficiency in English, if English is the sole medium of instruction. On
the other hand, the bilingual child’s conceptual development and acquisition of
other experienee and information could proceed at a normal rate if the mother tongue
were used as -an alternate medium of instruction. Retardation is not likely if there is
only one or very few non-English-spzaking children in an entire school. It is almost
inevitable if the non—Eﬁglish language is spoken by large groups of children.

2. Non-English-speaking children come from non-English-speaking homes. The

use of the child’s mother tongue by some of the teachers and as a school language is

necessary if there is to be a strong, mutually remforcmg relatlonsth between the home
and the school.

3. Language is the most important exteriorization or manifestation of the self,

of the human personality. If the school, the all-powerful school, rejects the mother

tongue of an entire group of children, it can be expected to affect seriously and
advefSely those children’s concept of their parents, their homes, and of themselves.
.-
The other two reasons apply when the bilingual child becomes an adult

4. If he has not achieved reasonable literacy in his mother tongue—ability to

read, write, and speak it accurately—it will be virtually useless to him for any technical

or professional work where language matters. Thus, his unique potential career advan-
tage, his bilingualism, will have been destroyed.

5. Our people’s native competence in Spanish and French and Czech and all the

y  other languages and the cultural hentage each language-transmits are a national resource
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that we need badly and must conserve by every reasonable means. |

I will return later to most of these points.

There is a vast body of writing by educators who believe that bilingualism is a handi-
cap. The evidence seems at first glance to be obvious and incontrovertible. There is a clear,
direct chain relationship between language competence, formal education, and economic status
among Americans whose mother tongue is not English. The children speak Spanish, or Navajo,
or Frvench, and they do poorly in school: therefore, (so goes the argument) their bilingualism is
to blame. Many researchers have established a decided correlation between bilingualism and
low marks on intelligence tests, but what no research has shown is that bilingualism, per se, isa
cause of low performance on intelligence tests. On the contrary, studies which have attempted
to take into account all of the factors which enter the relationship show that it is not the fact
of bilingualism but how and to what extent and under what conditions the two languages are
taught that make the difference. (If this were not true, how could one explain the fact that the
governing and intellectual elite in all countries have sought to give their children bilingual or
even multi-lingual education?) Much of the literature on bilihgualism does not deal at all with
bilingual education. Rather it shows the unfortunate results when the child’s mother tongue is
ignored, deplored or otherwise degraded.

The McGill University psycholo‘gists, Lambert and Peale (now Anisfeld) have shown
that if the bilingualism is “balanced.” i.e., if there has been something like eqﬁal, normal,
literacy developed in the two languages, bilingual 19-year-olds in Montreal are markedly super-
ior to monolinguals on verbal and non-verbal tests of intelligence and appear to have greater
mental flexibility, a superiority in éoncept formation, and a more diversified set of mental
abilities. It is their judgment that there is no evidence that the supposed “handicap” of
bilingualism is caused by bilingualsim, per se, and that ‘it would be more fruitful to seek that
cause in the inadequacy of the measuring instrument and in other variables such as socioeco-
nomic status, attitude toward the two languages, and educational policy and practice regarding
the teaching of both languages.”

There is an educational axiom, accepted virtually everywhere else in the world, that
“the best medium for teaching a child is his mother tongue.” What happens when the mother
tongue is so used? A recent study made in Chiapas, Mexico, by Dr. N. Modiano for the New
York University School of Education shows the results that can be expected. The Modiano
research examined the hypothesis (implicit in current educational policies throughout the
United States) that children of linguistic minorities learn to read English with greater compre-
hension when all reading instruction is offered through English than when they first learn to
read in their non-English mother tongue. X

e

The investigation involved all students attending 26 schools in three Indian municipios
in Chiapas. All students were native speakers of either Tzeltal or Tzotzil, two of the indigenous
languages of Mexico. Thirteen were Federal or State schools in which all reading instruction

G icimocn o et e s
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was offered in Spanish. Thirteen were National Indian Institute schools in which literacy was
developed in the mother tongue prior tc being attempted in Spanish. The purpose of the study
was to determine which group of schools produced the greater measure of literacy (specific-
ally, greater reading comprehension) in the national language, Spanish.

Two indications of reading comprehension were obtained. First, all teachers were asked
to designate “all of your students who are able to understand what they read in Spanish.”
Approximately 20 percent of the students in the all-Spanish Federal and State schools were
nominated by their teachers as being able to understand what they were asked to read in
Spanish. Approximately 37 percent of the students in the bilingual Institute schools were

‘nominated by their teachers as being able to understand what they read in Spanish. The
difference favors the bilingual approach beyond the .001 level of probability.

Then, a carefully devised group reading comprehension test was administered to all of
the selected children. The children’s average score in State and Federal schools was 41.59; in
the bilingual institute schools it was 50.30. The difference between these means was found to
be significant at beyond the .01 level of probability. Within each of the three municipios mean
scores in Institute schools were higher than in Federal and State schools. Thus, not only did
the teachers using the bilingual approach nominate more of their students for testing, but their
judgment was confirmed by the fact that their students scored 81gn1ﬁcantly higher on the
group test of reading comprehension.

In Puerto Rico, in 1925, the International Institute of Teachers College, Columbia
University, made a study of the educational system on that island, where English was the
major medium of instruction despite the fact that the children’s mother tongue is Spanish. The
Columbia University group undertook a testing program to measure pupil achievement in all
grades and particularly to explore the relative effectiveness of learning through each of the two
language mediums. To test reading, arithmetic, information, language, and spelling they used
the Stanford Achievement Test in its regular English version and in a Spanish version modified
to fit Puerto Rican conditions. Over 69,000 tests were given.

The results were glisplayéd on charts so as to reveal graphically any significant differ-
" ence between achievement through English and achievement through Spanish. Both of these -
could be compared on the same charts with the average achievement of children in schools in
- the continental United States. I will summarize the findings in two sentences:

1. " In comparison. with children in t£he continental United States, the Puerto
Ricans’ achievement through English showed them to be markedly retarded.
2. The Puerto Rican children’s achievement through Spanish was, by and large,

markedly superior to that of .continental United States children, who were using their
own mother tongue, English. f

e T T AT AT TR e ST e TR T T

The Columbia University reserachers, explaining the astonishing fact that those elemen-
tary school children in Puerto Rico—poverty-stricken, backward, “benighted,” beautiful
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Puerto Rico—achieved more through Spanish than continental United States children did
through English, came to the following conclusion, one with extraordinary 1mphcat10ns for us
here: |

Spanish is much more easily learned as a native language than is English.

The facility with which Spanish is léarned makes possible .the early introduction -of
content into the primary curriculum.

Every effort should be made to maintain it and to take the fullest advantage of it as a
medium of school instruction. ‘

What they were actually saying is ‘that because Spanish has a much better writing
system than English (i.e., the writing system matches the sound system) speakers of Spanish
can master reading and writing very quickly and can begin to acquire information from the
printed page more easily and at an earlier age.

The conclusion is, in sum, that if the Spanish-speaking children of our Southwest were
given all of their schooling through both Spanish and English, there is a strong likelihood that
not only would their so-called handicap of bilingualism disappear, but they would have a
decided advantage over their English-speaking schoolmates, at least in elementary school,

because of the excellence of the Spanish writing system. There are no readmg problems,” as

we know them, among school children in Spanish-speaking countries.-
And their English could be better too, but that’s another story.

American Samoa, with about 20,000 people, is an example of what is meant when
'ch11dren in communities which have a high degree of linguistic sohdarlty, are requ1red to study
through a language not their own. In American Samoa the home language of the native people
is Samoan, and they cling to it tenaciously, even to the extent of providing their children
both after-school and weekend instruction in Samoan. In 1963 the Science Research Asso-
ciates high school placement tests were given to 535 graduates of Samoan j Jumor high schools,
ie., pupils who had completed the ninth grade. The median grade placement score was 5.8,
ie., close to the end of the fifth grade. Only 21 of the 535 pupils scored 9.0, i.e., in the ninth
grade, or better. Most of the 21 had studied in the United States or had other unusual
advantages. The author. of one report Judged that one obstacle to the learning of English was
the Samoan’s pride in their own culture.

The establishment of bilingual education programs in our schools could be expected to
increase and improve, rather than lessen, emphasis on the proper teaching of English to
children who speak another mother tongue. Under our present policy, which supports the
ethnocentric illusion that English is not a “foreign” language for anyone in this country, it is
almost always taught as if the b111ngua1 child already knew English. Qur failure to recognize the
mother tongue and thus to present English as a second language helps to produce “functional
illiteracy” in almost three out of every four Spanish speakers in Texas
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In a b111ngua1 education program, English would be taught from the child’s first day in
school but his concept development, his acquisition of information and experience—in sum, his
total education—would not depend on his imperfect knowledge of English. Bilingual education
permits making a clear distinction between education and language, i.e., between the content
of education and the vehicle through which it is acquired. ‘ "

I use the example of two window panes, the green-tinted Spanish one and the blue-
tinted English one, both looking out on the same world, the same reality. We tell the little
child who has just entered the first grade, “You have two windows onto the world, the Spanish
‘one and the English one. Unfortunately, your English window hasn’t been built yet, but we’re
going to work on it as fast as we can and in 2 few years, maybe, it’ll be as clear and bright as
your Spanish window. Meantime, even if you don’t see much, keep on trymg to look out the
space where the blue one will be. And stay away from the green one! It’s against our educa-
tional policy to look through anything tinted green!”

The influx of Spanish-speaking Cuban refugee children into Florida in recent years
brought about the establishment of two model bilingual education programs in the Dade
‘County (Miami) public schools. The first is essentially a period a day of Spanish language arts
instruction . at all grade levels for native speakers of Spanish. It was established, according to
educators, there, “because it did not seem right not to do something to maintain and develop
these children’s native language.” The second program is a model bilingual public elementary
school (Coral Way) which is now finishing its fourth year of operation. This highly success-
ful school provides us with information on three points of great importance in the present
context:‘ ' ' o

1. . At the fifth grade level the children have been found—insofar as this can be

determined by achievement testing—to be able to:learn equally well through either of

their two languages. (This is a level of achievement that cannot be expected in even our

best college-level foreign language programs.) |

2. Since half of the children are Cubans and half begin as monolingual speakers

of English, each learning the other’s language and his own, it is apparent that a truly

comprehensive bilingual education program can serve not only the non-English mother

tongue children who must necessarily become bilingual, but also the ordinary monolin-

gual American child who speaks nothing but English and whose parents want him to

become bilingual.

3. The strength of the program lies in the high quality of the teachers of both.

| languages (all of them native and highly trained speakers of the language in which they
teach) and the fullness of the support they get from the school administration and the
 community. The implications of these three points are momentous. :

RECOMMENDATIONS

That comprehensive programs of bﬂlingual education inse]lf—s'elected schools
and for self-selected pppils at all grade levels be supported. '
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2. That the opportunity to profit from bilingual education be extended to
children of all non-English-speaking groups. All are now losers under our present educa-
tional one-language policy: at worst they become hopelessly retarded in school; at best
they lose the advantage of mastery of their mother tongue.

3. That adequate provision be made for training and otherwise securing teachers
capable of using the non-English tongue as a medium of instruction.
4, That there be prov151ons for cooperative efforts by the public schools and the

- non-English ethnic orgamzatlons which have thus far worked unaided and unrecog-

nized to maintain two-language competence in their children.
5. That provision be made for safeguarding the quality of the bilingual educa-
tion programs which receive 'Federal financial assistance.

X
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CHAPTER V
PLANNING A BILINGUAL PROGRAM

The present chapter is addressed primarily to the local school board, the school
administration, and the teaching staff, in a community that has a concentration of non-English
speakers in its population. These non-English speakers represent. both a responsibility and a
potentlal educational resource. Just how the local education agency meets this responsibility
and exp101ts this resource depends on the attitude and conscience of the community. Some

ethnic groups, whatever their true feelings, make little display of interest in maintaining their -

mother tongue; others are clamoring for this right. The question of whether or not to establish
a program of bilingual schooling should be faced by the board and the superintendent without

waiting for the community to take the initiative and, most certain]ly,b before they are forced to

3

do so by public pressure.

Study Commzttee
Once the school board is convinced that there is in the community a strong potentlal
for bilingual education, a suitable first step is to appoint a broadly representative committee to

study the feasibility of such schooling. This committee should include educators and laymen, )
representatives of both ethnic groups, enthusiastic proponents of bilingual schooling and -

complete skeptics, and able persons with open minds, willing o consider evidence, Depending
on the local situation, the board may wish to invite the cooperation of the city council and
representative civic or ethnic organizations. Care must be taken to insure a serious,
non-partisan study and to avoid a political power struggle.

In instructing the committee the board ought to request a comprehensive study of the
local non-English-speaking population, including number of speakers, socioeconomic
distribution, educational achievement of various age groups, and attitude toward education. As
it begins its study, the committee may wish to take a sampling of public opinion to serve as a
guide in its deliberations. It may be necessary to eXplain to the public the basic issues
concerning bilingual education and thus provide a basis:for.an objective expression of public

opinion at the conclusion.of the study. In addition to doing a good deal of background

reading, the committee will want to _visit representative bilingual programs and consult

knowledgeable educators. In its final report the commlttee should assay the potential public

support for bilingual schooling, the cost of a program, the sources of financial support, and the
availability of adequate instructional resources.

If, after all the evidence has been considered, the committee reports a nlegative attitude

on the part of the community, the school board may simply want to accept the report and

await a more favorable occasion. ~ . s : Sy

a

Advisory Committee .
If, on the other hand, the commlttee recommends a bllmgual program as desrrable and
the school board concurs in this finding, several steps are indicated which would lead

k)
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ultimately to the implementation of this recommendation. The first of these is the appoint-

ment of an advisory committee on bilingual schooling, which, like the study committee,
should consist of both’ educators and laymen and representatives of both the English and
non-English groups. It might even be possible to convert the study committee into an advisory
committee or at least 4o retain certain memburss on the new board. The advisory committee’s
function. would be threefold. (1) Beginning where the study committee has left off, it would
assist the school administration in defining the goals of a bilingual program in such a way ‘as
best to serve the needs and aspirations of the corhmunity; and periodically it should review
and, if necessary, redefine these goals (2) It should help interpret the program to the com-

munity and thus assure the school administration of maximal public support. (3) It should be "

sensitive to doubts in the community and should itself raise questlons when needed, concern-
ing the conduct of the program.

Program Coordinator

A natural next step is the appointment of a program coordinator. Such a coordinator

should be a bilingual educator, either a native speaker of the ethnic language of the community
‘'who also has a good command of English or a native speaker of English' who has a good
command of the non-English language and-a sympathetic understanding of the culture of the
community. He should also be sensitive to public relations and to the demands of the position,

realizing that it will involve children, schools, curriculum design, evaluation, and research. His

training should have included work in sociology, linguistics, anthropology, and psychology.
And, adds one of our collaborators, he should have a tendency to be lucky in the things he
undertakes to do. : ’

The coordinator’s responsibility is'to implement the basic policy which has been deter-
mined by the school board and the school administration as a result of the findings of the
study committee and the recommendations of the advisory committee. For maximum effi

ciency, the coordinator and the teaching staff should, from the beginning, participate in the
'plannmg and preparation of a bilingual program. If the coordinatér and bilingual teachers are
not already on the staff as plans are taking shape, they should be appomted at the earliest -

possible moment.

As soon as the coordinator has become familiar with the situation and has won the
confidence of his colleagues, both above and below him in the hlerarchy, he should take more
initiative in proposing posmble improvements in the program. Questions to be reconsidered

frequently are the following: (1) Are the goals of the program soundly based? (2) Is the

communlty kept informed, and are parents and other volunteers invited to participate in the
program‘? (3) Can the program be improved? What are the best teaching arrangements? What
are the best materials, in English and in the other language" Is the program experlmentally
'desngned" Are plans for evaluation adequate" Is there primary concem for quahty"

o, v :
_ A special word of caution is advisable on ‘this last point. It is natural that once the
school administration; teaching staff, and community are enthusiastic about the prospect of a
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bﬁingual program they should want to extend it to as many children as possible. Bilingual
schooling is for most communities a totally new undertaking. Initial mistakes are inevitable
and ample provision should be made for their easy-correction, because a major failure could
have profound repercussions in the community. As between quantity and quality, the latter is
- by 2all odds to be preferred. Therefore, the school authorities may wish to limit the initial
operation to preschool or to preschool and first grade. They may decide to do this on a pilot

" basis in one school first. However it is done, the matter of quality should be carefully control-
led. |

Another task for which the coordinator is primarily rééponsible is the recruitment of
_ bilingual teachers; teacher aides; and Ispecialists in curriculum design, ma’geriais development,
and evaluation. Bilingual librarians, nurses, guidance counselors, and public relations specialists
will also be needed, but these can be shared with other parts of the school program.

. The bilingual staff, or as many of them as can be appointed in ad,vanc'e, will need a long
period for. the preparation of the program—from six months to a year, at least. During this

. period arrangements for housing the program will have to be completed; personnel appoint- .

ments made; a complete curriculum designed; plans for evaluation made; library orders pro-
cessed; materials selected, adapted, or created for teaching and testing; and much more. Par-
ents and as many volunteers as can be interested should be involved in plans and preparations.

There m1ght well be a place for such volunteers in producing a body of written mater1al
in the ethnic language, writing down oral literature and folklore, and the like. There may be a
special place for the older generation, to produce in.writing (or on tape so that it can be
transcribed) some of the wisdom of the cultural ‘group and autobrographrcal materlal which
gives somethmg of the local history.

, One minor._but significant contribution-would consist of sheets, a booklet, or an
.anthology of literature written by authors belonging to the non-English group. The contents
might range from poems and short stories to documents of local relevance, e.g., letters written

a century ago and the like. Spicing bilingual 1nstructlon with local and reglonal compositions
© “written in the non-Enghsh language can be an effective means of awakening ethnic pride and of

removing the reproach that this particular language i is bound up with ‘“foreignness.”

Full information should be planned for the news media, a newsletter prepared, and de-

scriptive statements of the program written for -distribution to inquiters. ‘On the coordinator

too will fall the main burden for making personal visits to key poople in the community, giving
public talks, appearing on TV programs, keeping in close touch with the advisory coyﬁ“fee,
~apd much ore. ¢ »

The principle of accountabrhty to the public should be established early and marntarn- |

ed throughout the program

o -
Having made these preparations, the school administration is ready for its first year of
operation, which should be clearly labeled expetimental. Every effort should be exerted to

)
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maintain flexibility, so that changes may be made with a minimum of disruption. At the end
of the first year, following a complete evaluation—which at this early stage can only be indica-
tive, not conclusive—a decision should be made whether to continue the program on an experi-

meptal basis for a second year, to declare the experimental period over, or to abandon the pro-
ject altogether.

Since planning should not stop with the launching of aprogram, let us cbnsider in some
detail a few of the elements of the program we have already mentioned.

Public Information

The most basic need is to foster a positive pubhc ttltude A pubhc that does not
believe in bilingual schooling will not support it, and the public cannot be expected to believe
without having the facts and some interpreting. Public information is therefore an important
and continuing need of any successful program.

‘The bilingual coordinator can perhaps undertake this reporting function if the school
system is small. In a large school system a Specnal information offncer would have to be
appointed to assume this respons1b111ty '

" The need of reporting is especially acute in the case of a bilingual community. As John
M. Hickman has remarked in an article, “Wherever there is bilingualism there will always be a
certain degree of separation between knowledge and conduct..’..”1a In such a situation the
informiation officer serves not only ‘as the interpreter of the program to the public but also of
one ethnic group to the other. '

A satisfactory technique for handling information naturalfy includes tv;'o-way com-
munication. More important even than getting accurate information to the public is listening
for public reaction. Suggestions, criticisms, and complamts can be helpful if they are carefully

studied by the competent authorities and. respons1ble replies are made either to the individuyal

critics or to the public at large.

Parental Involvement

Some of the most successful and secure programs we have observed are those inwhich
parents are most intimately involved. At the same time we have heard complaints that non-
Engllsh-speakmg parents will not attend PTA meetlngs or other school activities. There are of
* course reasons for this. The school administration, bilingual coordinator and staff, and the
advisory committee can perhaps overcome this reticence by analyzmg the situation and taking
the proper measures. We are told that meetings held on Sunday afternoon and conducted in
the language of the parents are often successful. Real involvement can be achieved by listening

carefully to what the parents have to say and by giving them a chance to make classroom |

supplles with their own hands according to specmcatlons provided by the teachers. ‘These can
include charts, simple kinds of educational toys, blocks, bean—bags pencil or crayon holders
etc.
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Each school system will need to evolve its o'wn*’system for encouraging parental partici
pation and then communicate its techniques to others.

Preparation of Teachers and Teacher Aides
Vigorous action is needed to increase the number and improve the preparation of
~ teachers and- teacher aides. Teachers who have had little or no opportunity for a formal
education in their own language naturally lack confidence in the classroom. When sufficiently
motivated, they can make up in part for this lack of opportunity by studying privately, by
attending special local courses of instruction, or by spending summers or a year in a university,
preferably in a country of the language concerned. Information on how to get financial
support should be an early concern of the bilingual coordinator, the advisory committee, and
the school administration. |

The steady supply of competent bilingual teachers is the responsibility of teacher-pre-
paring institutions, but local school administrators can do two things to assure good coopera-
tion with colleges and universities thatcsupply them teachers. They can specify in detail the
kinds of competencies needed.in their teachers, and they can report their evaluations of
teachers to the institutions that prepared them. The need in bilingual programs of various
kindsof specialists, and in much greater numbers than heretofore, makes it particularly desir- -
able for local school systems and preparing institutions to maintain a close working
relationship. |

Until such time as teacher-preparing institutions, in cooperé{tion with the United States

Office of Education, can develop programs capable of producing competent bilingual teachers

in sufficient numbers, other measures will have to be adopted. One of these, which has

"already been tried on a limited scale,: is that of using foreign teachers. Whether arranged'on an

-exchange basis or not, the best use of foreign teachers should be studied and procedures should
be developed for increasing the use of this promlsmg source of competent teachers.

The recruitment, training, and further education of teacher aides also deserves high
priority. Some teacher aides show considerable potential for becoming good teachers but are
deterred from pursuing their education for economic reasons. If a system could be worked out
for encouraging them and providing instruction or the means of self-instruction,-some could in
time qualify for a degree and a teacher certificate. ) |

In the preparation of bilingual teachers—especially when the only bilinguals available
are not highly educated—it is useful to provide very complete teacher’s guides. In the case of
" beginning primers step-by-step instructions should be given to the teacher. These instructions,
of course, provrde a minimim, not a maximum. They can give assurance to the insecure
teacher who s Just ‘beginning; it would be expected, however, that he would amplify the.
material in the gurdebook as he gains confidence. ' :

These are shdrt-ran'ge measures. Long-range measures, designed to erase the shortage of
qualified teachers, would consist of a program throughout the grades for_ identifying vocations




suitable for bilinguals. These might include, among others, bilingual secretaries, social workers,
telephone operators, nurses, translators, and, especially, bilingual teachers. Suci fields as
technical assistance, international business, and diplomacy are other possibilities. There is no
reason, however, to avoid featuring the teacher among “community helpers” in the early
grades. And children can occasionally be given an opportunity to play the role of teacher. As
children think about what they want to do or be, the teacher can tactfully include his own
profession among the many other possibilities. The personal satisfaction of the teacher and the
social contribution he makes need not be emphaiszed more than those of the artist, the
musician, the physician, the engineer, the foreign correspondent, the inventor, etc., but neither
should they be minimized. Perhaps the most satisfactory procedure would be to plan coopera-
tively with the whole staff for the systematic and attractive featuring of a broad range of
professions and occupations. |

Since all children are exposed to teaching throughout their impressionable years, some
say no special steps need to be taken to interest children in teaching; that the only thing
necessary to spark their interest is for the teaching which the children observe to be as
interesting as possible. ) | |

The obvious conclusion is that both approaches might be used with profit.v

Objectives

Once the bilingual coordinator has secured a complete staff of bilingual teachers, he
and they, working as a close-knit team, face their main task: definmg objectives, plannmg the
curriculum, and deciding on evaluation procedures.

Staff members may have inherited from the administration and advisory committee a
list of objectives, but they cannot be expected to implement these objectives without scrutiniz-
ing them critically. The selected goals must be acceptable not only to the school board, the .
administration, and the advisory committee—representing the community—but also must be
ones that the staff can believe in and will find possible to attain.

A statement of objectives should include the following features, in addition to the
usual academic achievements:

1. Expected outcomes for the non-English-speaking child in his native language, in
English, and in his attitudes toward both cultures.
2. Expected outcomes for the Enghsh—speakmg child in English, in the non-

English language, and in his attitufles toward both cultures.

The great difficulty is to state objectives clearly and in measurable terms. Language
objectives, for example, may be subdivided into listening comprehension, speaking, reading,
and writing. For each of these a concrete level of achievement might be indicated at each grade
level. Despite the fact that they are intended for adults, the Modern Language Association
Statement of Qualiﬁcations for Foreign Language TeachersZ and the State Department Foreign
Service  Institute> definition of levels of language proflciency would be helpful guides in
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defining competency in the basic language skills in non-English languages. Similar guides and
tests exist for English as a second language.4 Other concrete measures of language proficiency
involve vocabulary and structure counts.

The concrete measurement of cultural attitudes presents a much greatef problem, but

-some work has been done on attitude scales.43 These scales can serve as guides in defining

attitude objectives and in testing attitudes.

Similarly, for the rest of the curriculum, whether taught unilingually or bilingually,
specific objectives should be stated in concrete terms. A statement of objectives presumably
already exists, for those parts of the program which are taught in English only, but it will have
to be changed because of the bilingual situation. For subjectstaught in the non-English lan-

guage it will be necessary to state both objectives and proposed methods of evaluating achieve-
ment. These objectives and methods will be different for English speakers and non-English

speakers at various grade levels.

The Curriculum

Even if a school system is lucky enough to afford a curriculum specialist for the
bilingual program, share one with the rest of the school program, or have at its disposail the
services of a specialist from a neighboring university or regional educational laboratory or
service center, the designing aﬁd frequent revision of the bilingual curriculum are of constant
concern to the coordinator and the teaching staff. | ‘

Having- agreed on the basic teaching medium—either English alone, with the other

language as a temporary bridge, or both Eriglish and the other language—the entire staff will
need to design one or more curricula to achieve their stated goals.5 The advisory committee

may be helpful in developing curricula; in any case it should be kept informed of progress in
this as in other areas.

The main criteria to be observed in planning the curriculum are the stated objectives,
the cultures and sub-cultures of the community, the needs and aspirations of the community,
the age of the children, their socioeconomic background, their stage of educational advance-
ment, the balance between their two languages, the\diffe_rénces between the two languages, the
best order of learning, and motivation. These factors are so complex that they call for a real
curriculum specialist or, better, close collaboration among various specialists. For this reason,
each school district that undertakes a bilingual progrém should realize it is working in a

 relatively new field. It is not énough to solve the local curricular problem and then throw away

the key to the solution. The way problems are solved is important, not only locally but for
others pursuing the same goals. A careful record should be kept of the procedure—the ques
tions posed and tentative answers given, as well as the final solution and the rationale used. If
we are to have a minimum of wasted effort and duplication in this new educatlonal venture,
program designers engaged in developing similar cumcula must maintain close communication.
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Materials. Among the factors listed above under curriculum one of the most important
is motivation. A child who is interested is more likely to learn than one who is not. Interest
depends on the teacher and his success in making his teaching relevant, on the materials he
uses, and on the value the child places on education. All three are related and almost insepar-
able. In the planning and production of materials, special action is needed. One of the most
important criteria for selecting, adapting, or creating materials is their potential for catching
and holding the interest of children. This is more fundamental than such factors as vocabulary
range and grammatical difficulty, although these too should receive attention, secondarily.
Children may learn from fascinating but inefficiently constructed materials; they will probably
not learn much, in spite of superb engineering, if their interest is not held captive.

Early Childhood Learning. Special action is needed in the area of early childhood
llearning. Since very young children are known to be avid learners, the bilingual staff should
consider the appropriateness of a readiness program for non-English-speaking children from
birth to school age. One model would be the Carnegie sponsored program in Ypsilanti, Michi-
gan, which provides teachers who go the the homes to tutor mothers and infants. Even if
teachers cannot be made available to teach in the homes, materials and instructions prepared
for non-English-speaking parents to use in the home promises to be of great benefit. These
materials could be designed for both passive and active learning. Children should have the
opportunity to play with a variety of toys, to listen to and make music, to look at and make
pictures, to recognize and make the letters of the alphabet, and, if so inclined, to read and
write. Suggestions to parents about what to watch for in the growth and development of
children or even concerning health and nutrition can have adirect educational benefit. Joshua
Lederberg, writing in the Washington Post of Sunday, April 6, 1969, on “The Jensen Study:
Genetics of Intelligence,” states that “In New York City, women of low socioeconomic status
were given vitamin and mineral supplements during pregnancy. These women gave birth to -
children who, at four years of age, averaged eight points higher in IQ than a control group of
children whose mothers have been given placebos during pregnancy. > 1t is tempting to specu-
late on the benefits that might result from a relatively minor expenditure for modest educa-
tional materials in the home, as well as improved nutrition, and the early coliaboration of
parents in preparing their children for school. : . : '

Experimentation and Evaluation )

Any school district of a certain size should perhaps appoint a research specialist who
can design experiments to answer some of the many questiosn we have about bﬂmgual school
ing. As things are presently orgamzed in schools, teachers have no time for expenmentatlon,
whether or not they are interested in it. It is unreasonable to expect every teacher to become
research conscious, but would it not be productive when specialists are not available to iden-
tify those teachers who have a taste for experimentation and free them to pursue this interest?

One of the easiest ways to liberate mterested teachers is to provide them with assistants
‘ who can collect the milk money, keep the attendance records, deal with the school photo-
grapher and other salesmen, help the children with their snowsuits, monitor the playground and
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the bathroom, and take care of a thousand and one other chores which at present take an

| incredible portion of a teacher’s time. Interested parents of any ethnic background could be
exceedingly useful in performing these duties, and perhaps find pride in sharing in the educa-
tional process

The school system can also collaborate with a neighboring university or regional labora-
tory which has resources for research. A fine example of the fruit of such a collaboration is
work conducted in McGill University by a team headed by Wallace E. Lambert in conjunction
with an experimental program in the early grades of the St. Lambert Elementary School, just
outside of Montreal. The first report will shortly appear6 and the second, by W. E. Lambert,
M. Just, and N. Segalowitz, titled “Some Cognitive Consequences of Following the Curricula ‘ ﬂ
of Grades One and Two in a Foreign Language,” is in mimeograph form.

Experimentation depends on testing; but even if one is not interested in experimenta-
tion, evaluation is'an indispensable part of a bilingual, or any other, program. Without testing, a
teacher cannot determine whether he and the children have achieved the stated aims of a
program. Educators are pretty well agreed, however, that at no point in this basic educational
process have we reached total agreement as to procedure. Aims are frequently not stated in
measurable terms. In teaching, teachers tend to lose sight of their aims. And rare indeed is the
teacher whose testing really measures to what extent he has taught what needed to be learned. -

This being so,r a person responsible for testing is an indispensable member of the
bilingual team-~to be shared, if necessary, with other parts of the program. The great need is
for the most advanced thinking about evaluation to be communicated to the bilingual staff so
that the statement of aims, the teaching, and the testing may all be correlated.

Let us remark, in conclusion, that these modest suggestions are offered in the hope
that they will be helpful to those responsible for planning a bilingual program. They are meant
in addition to suggest some often overlooked needs of a program which admmlstrators may
wish to consider as they prepare proposals. '
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NOTES

1See Heinz Kloss, “German as an Immigrant, Indigenous, Second, and Foreign Lan- -

guage in the United States,” The German Language in America, Dr. Glenn G. Gilbert, Ed. To be
" published by The University of Texas Press, Austin, 1970. :

Nlayonn M. Hickman, “Barreras Lingfifsticas y Socioculturales a la Communicacién.”

2See Appendix H.

3For further information write to the Dlrector School of Foreign Languages, Foreign

Service Institute, Department of State, Washington, D. C.

4For information write to the Center for Applied ngulstlcs, 1717 Massachusetts
Avenue, N. W., Washington, D. C. 20036.

SSee Chapter VL.

6W. E. Lambert and J. Macnamara, “Some Cognitive Consequences of Following a
First-Grade Curriculum in a Second Language,” Journal of Educational Psychology, 1969, in
. press. i
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II. Time ' -
What time patterns are supportable under the Bilingual Education Act (BEA)? Should
- the program ultimately aim toward half the school time in each language—half in English (E)
and half in the other language spoken in the community (X)? Or in the long run should English
Treceive most or even all of the time in the school day? In either case, which language should
carry the heavier load in the earliest stages, the chlld’s dominant language or the language he
stands in need of acqunmg" C ‘

CHAPTER VI
THE PROGRAM

Objectives
The objectives of a bilingual program are:
To plan and prepare the program in such a way as to gain the
understanding and active support of all segments of the community.
To create in both school and community a situation which will enable
all ch1ldren——E-speak1ng and X—speakmg to “touch their outermost limits” of"
learnmg

Specifically,

To plan and conduct the program in such a way that either language or
both, is used for most effective learning in any part of the curriculum.

To encourage all children, each at his own best rate, to cultivate their
first language fully: to develop skill in all the language arts—l1sten1ng
comprehension, speakmg, memorizing, reading, and writing.

| To encourage all children to develop fully their second language, each
at his own best rate of learnmg '

‘To enable all children to gain a sympathetic understandmg of their own
history and culture and of the history and culture of th> other ethnic group.

In §ummary, )
To give all children _the opportunity to become fully articulate and
literate and broadly educated in two languages and sensitive to two cultures.

The purposes are plain enOUgh The question is: Are they attainable, and are they
worth the trouble and expense? Assummg affirmative answers, five main areas need to be
considered. | ‘

I Content or Subject Matter

In which language should each subject be taught? Should some or all be taught in
both? How should sectlonmg be handled? Does it make a difference what the-“other” language’
and culture is? Should the content be affected by bilingual schooling? If so, in what way?




III. Methods and Materials

How can everything be gotten in? Should instruction be duplicated? To what extent
are materials available» and adequate in X, through the full range of subjects and levels, for
" children who speak this language better than English? What is there in English for children who
speak another language, and how good is it? Are there suitable materials for native English-
speakers seeking a bicultural education? What use can be made of current “foreign language”
materials? What about materials from abroad? To what degree must availability of materials
shape the program? What are the chances that “teacher-made” materials will justify the time
and effort that 20 into them? What if the other language one is dealing with is unwritten?

IV. Teachers o | |

What are the proper qualifications for teachers in a bilingual program? What are the
advantages and disadvantages of using one bilingual as the teacher? Of using teams, on the
“one teacher—one language” principle? How can local ‘bilingual teachers and aides who receiv-
ed all their formal education through English be used best to promote bilingual education?
What are the pros and cons of foreign teachers? Looking to the future, how should teachers for
bilingual programs be trained? |

V. Evaluation :

What mstruments are there to evaluate a) candidates for teaching positions; b) child-
ren’s linguistic, conceptual, and attitudinal status both on entermg and at various points along
the way; c) achievement in each content area in the appropriate language or languages at each
grade level; d) effectiveness—separately and together—of materials, teaching, and program de-
sign in moving toward the community’s goals for its children’s education? How can the means
for revision be built into a program? ‘

In trying to cope with these questions, there is apparently no really good place to start.
The complemty of the picture is enormous—so great in fact that one would be tempted to give
it up altogether except for the fact that here and there, in various circumstances, true bilin-
gual-bicultural education does take place, and we have glimpsed it now and again with our own
eyes. The result, when it happens, is to our minds so worth striving for that it dignifies
whatever efforts we make to set our children on-that path. |

So, then, to the grubby details! The five topics we have named above are all inextric-
ably intertwined. We, the authorsv, will say what we can on various aspects of the problems. We
will at times express our biases, and we will often expose our ignprahce (oftener than we mean
to, no doubt). What we cannot do is offer any town or city a whole, organized plan: that must
. be done by every community for itself. |

L. Content or Subject Matter .

In each separate curricular area,- planners must decide not only which language or
“languages will be unicultural or bicultural in content.,Borrowmg a schematic idea from William
F. Mackey’s “A Typology of V'Bilingual .Educatiorr,—”1 we can represent these possible language
and content choices thus: | ’
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SUBJECT TREATMENT
by Language and by Culture

/ )

Taught in ‘ - Taught in
One language ‘ * Two languages
Language Language
Uni- - Uni. Bi. Uni- Bi.-
cultural cultural cultural . cultural
/conte< content ~ content content
fromE- from X from E from X from E from X
Subject type : |
‘number: 1 ' 2 3 4 5 6 7 - 8 . 9

One illustration (not necessarily one we recommend) of each of these types follows: -

1. Standard American mathematics curriculum, taught in English only.
2. French mathematics cumculum, translated into English and taught in E only.
The obverse of number 1.
3. . Social studies with bicultural (E and X) content but,taught in E only.
4. Standard American social studies, unicultural in content translated into Por- :
tuguese and taught in Portuguese. only.
S. ‘Spanish language arts, taught in Spanish only.
6. Social studies with b1cultural (E and X) content, but taught in' X only. The
obverse of number 3. “
7. Standard American science curriculum; or1g1nal in E, plus a version in X
translated from E. Children study the same unicultural content in both language versions.-
- 8. French mathematics curriculum; original in French plus a translated version
in E. Children study the same unicultural content in both languages. The obverse of number 7.
9. Social stidies with bicultural (E and X) content; independent but compatible

“ versions in E and in X (not duplications) Children study bicultural content in both language
versions. The .effect of number 9 can sometimes be achieved within the child (if not within the . -
‘school’s teaching) if he studies a subject both by number 1 and by number 3. 2

In considering these various possibilities it will sometimes make less difference how

one decides for a single subject than how the overall pattern takes shape. Overall distributions
will be d1scussed in the section on Time.
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Sectioning

The language arts portion of the program has been more fully developed here than any
‘of the others. In part this is because the authors are language teachers and this is what they
have had most experience with, But more importantly, language itself is the sine qua non of a
bilingual program; there must be twe languages involved. Even if only English is to be taught in
“language arts,” the other language is in the children; and, if the program is to be fundable by
BEA,- it will also appear somewhere in the curriculum. This being so, we hope planners for
every subject area of a bilingual school will read all of section A, where most of our‘basic ideas
on- language are set forth. Proficiency in language is at the core of a child’s ability to learn
through this medium, to use a specific language as a means of advancing his education.
Whether one should sectionize on this basis, and, if he does, how long he should continue to.
give children special instructional treatment geared to the degree of their mastery of each
language, depends on two th1ngs one’s p/hﬂsosphy of language learning, and one’s conceptlon
of how the philosophy is to be applied in a real school. So far, American schools have put all

their effort into fitting the child to the language of the school. We ask now whether a better’ =

way may not be to fit the language of the school at least in, part to the child.

A. Language_ Arts
Language arts, in a bilingual school, should be treated either as one subject or as.two,
depending on whether only English is taught, or both English (E) and another language (X).'

Enghsh language arts for children who are dominant in E can take the form of either -
type 3 or type i. We prefer 3 because it is bicultural.

English language arts for X-dominant children takes one of the same forms (type 3 or
type 1), but to these children E is a second language. To the extent that it is sectioned, taught -
.in a different way, such English language arts is commonly called ESL (English as a second
language). Although the use of highly structured materials is one approach that is widely
known and used—and identified, sometimes erroneously, with “linguistic” principles—this ap-
* proach is not the only means of teaching English as a second language The term ESL is

therefore at times ambiguous. '

N
\\

a

Language arts may also include the teaching of X as a subject When thns happens, X
language arts can take forms parallehng those just described for English:

X language arts for X-dominant children (here type 6 or type 5). ‘

X language arts for English-speaking children (again type 6 or type 5). These programs
are the closest to what is now called FLES (foreign lang‘uage in the elementary school); but in
-a bilingual program they should take on greatly expanded meaning, as we will see. As between .
type 6 and type 5, we again prefer the bicultural type 6. )

In order to make a clear distinction between‘dominant language and weaker or second

language, we will discuss these various language arts programs in this order; that i is, we will talk
first of E and X as “mother tongues,” and then of each as a second language
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x.
The Child’s F irst Language

Language is the bed-rock of American elementary education, and once we come to
realize ‘its function in a young child’s earliest experiences in school, we are well on the way to
understanding what bilingual educat1on can mean.

]
L
2
r
r
¥
3

, The f1rst d1st1nct1on to be made as far as the school is concerned, is what language the
child understands; or, if he knows two or more, which one he understands best. This is using
what Mackey calls a “wide-mesh screen’ and it should not be cluttered at this point by
Judgments about “‘correctness” and ‘“non-correctness.”’ For most immediate putposes, it -will
be well to assume that one language is stronger or “dominant’ in the child when he enters
‘schools. It is also well to proceed on the assumption that the child can and does. talk referring
to him as. alrngual4 will usually only cloud the issue. ‘

-4 R

A second distinction s needed, to denote twd d1fferent kinds of languages that may be
involved along with Enghsh in b1l1ngual school1ng 1n the United States. This is not to set
relat1ve values on the languages as such. Every native tongue used anywhere i in the world is
central to each of its speakersivery being. Every language is reducible to writing, and every one

: » is expandable to incorporate the means for expressing every object and every thought known
i ' to have .existed among humankmd And beyond actual and potent1al use of every tongue to its
- own" native speakers, there is something more: our needs as a human race. Somehow, in a
manner not yet understood the wisdom and the ways of peoples who have used each language
through the ages cling to the language itself, as oil does to a clay pot. Mankind’s problems are

not yet solved, and until they are we can ill afford the loss of a single vessel where other ways |

of bemg are stored, or even remotely remembered

d1fferences to be seen. . On the one hand there are the languages of wider communication, 5
such as Spanish, French, and Portuguese; and on the other hand the more local languages, such
~as Navajo, Hopi, and the Eskimo tongues. 6 Which one of these kifds ‘of languages oneis
deal1ng with can affect the program in various ways: in selectlon of which subjects to teach

and in poss1ble sources of teachers. To the extent that this distinction seems useful, we will try
~ to bear it in mind in the d1scuss1ons that follow. , 1 '

o / . -Language Arts, Dominant E
o - Program plans and content for the Engl1sh-speak1ng child are already under way, and
“there is little pornt in describing them here. English teachers know the range, from pre-reading
- to advanced literature, both oral and written. The one 1mportant extra dimension suggested by
bilingual schooling is that adaptations in content may be des1rable, especially if the school aims
'to be b1cultura1 as well as b1lrngual In dominant-E language arts, the teacher should of course

work he can contribute greatly to further1ng the aims of bilingual-bicultural education. One
example might mean taking specific measures to include more high-quality material with—for
instance—social studies content. Fine and effective use of language is not, after all, limited to

the field of belles lettres; and broaden1ng the horrzons of this subject to overlap the rest of the
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adhere to language arts cr1ter1a of quality and developmental usefulness, but within this frame-*
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curriculum would go far toward answering the crucial question of over-all time—how to get
everything in.’ A more obvious example of how. the language arts teacher can advance the
- program is in the realm of purely imaginative oral and written literature. The teacher must
choose, and his choices should be consciously affected by the kind of attitudes and values, as
well as tastes, that he wishes to instill in the children. This is especially important, at the
primary and intermediate levels. In the opinion of the authors, ethnocentrlsm in any subject
area——eapemal]ly if it is benign or unconscious—can scuttle a bilingual program.

| 2. Langudge Arts, Dominant X

The normal English-speaking child, on’his first day at school, brings with him a certain
amount of linguistic equipment. So standard, so fully expected is this equipment that we tend
to forget there is any other way for a child of that age to be. This six-year-old understands
~ when he is spoken to (in Enghsh of course), and he may or may not talk (again, in English, of
course). If he doesn’t talk we don’t call him alingual; we don’t summon a speech therapist or a
'remedial‘ teacher; we simply say he is shy. He is a perfectly normal first-grader whose dominant
language is English, and we accept hirn and take him from there. What we seem at times to be
incredibly dense about is that it is just as normal .to speak. something other than English.
Billions of people all over the earth do’ it, including millions of children in the United States.
The six-year-olds in this group are the perféct‘ counterparts of the kind of child described
above: they understand the. language in which they have grown up to the age of six, and they
talk or don’t talk as they think the circumstances require. The difference—the only difference
worth discussing from the language arts point of view .at, this moment—is that the dominant
language of these latter children. is not English, but X What then should be the objectives of
language arts in X, when X is the children’s dommant language? ‘

(2a) When Dominant X Is a Language of
B Wider Communication

When an English-speaking child starts to school, we build (quite sanely, for once) on
what he has: the ability to understand his language at his age level when he hears it, and to
speak it to his own purposes. We put reading and writing at the beginning of his school
program because we think of them as the foundations of all the rest of his formal education,
among the most useful tools for acquiring knowledge, and ‘“‘the door to the whoie of the
literature and culture connected with his lapguage” (Sarah Gudschinsky).

A child whose dominant tongue is any other of the world’s languages of wider
communication deserves an opportunity to learn reading and writing in his language for the
° same reasOns; and j.u§st as in the case of the English-speaker, reading and writing in the domi-
- nant tongue (now X) should be the prime objective of his first year at school. These great
languages have‘ve'nerable tfaditions, and all educated people recognize their inherent value,
Any child who brings to school a six-year old’s mastery of one of them comes equipped with a
learning tool that millions of adults strive vainly to acquire later in life. To ignore the chiid’s
priceless possession, to despise it through our own ignorance, or to truncate its natural devel—v
- opment and refmement by denying its use as a medium of formal Anstruction is, in the writers’
view, not only short- sighted and 1neff1c1ent it is an-educational cnme
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The reasons for learning to read have much in common, whether it be in English or in

one of the other major languages. Teaching young native speakers how to do it will also share

some features, but not necessarily all. Thé.following is Sarah Gudschinsky’s statement, in a

- personal communication to us, of what a reading-readiness program in the dominant language
does or should consist of: | '

D an understanding of what reading is (through the experience of being
read to, and the experience of seeing one’s own utterance written by
someone else and read back);

2) aural-oral skills (including specifically the ability to focus on the pho-
“ nemes of one’s own language; this might include producing words which
begin with the same sound, words which rhyme, etc.);

3)  visual skills (including particularly the ability to vdiscriminate visually -
the shapes of letters);

4) manual skills (including the control of pencil and paper, and perhaps
~ ‘also chalk or crayon); ’

5) development of adult or nearly adult control of .the structure of the
l’ahguage of instruction, and sufficient Vocabulary (and experiences re-
presented by such vocabulary) to read with understanding the matérial
of instruction. |

In an active school program of reading-readiness, point 1 is most essen-
tial for children who come from illiterate or sem’i—literatyhomes and who have
not been read to as a -part of normal home activity....Point 5 is of less impor-
tance for children who come from a rich home environment but is a vital part
~of schooling for children who come from a disadvantaged background....

What is important, it seems to me, is that any reading-readiness pro-
gram focus on those particular points which the pupils need. 1t should never be
a rigid mechanical program apart from such needs.

But even if a staff is generally eigreed on these points, it is not to be expected that
specific reading-readiness techniques either can or should be transferred en bloc from our way
“of ~applying them in English, to the teaching of dominant-X children to read in X. Ways of
approaching literacy vary from language to language-,,8 and the traditional techniques of com-
petent X teachers in other countries should not be lightly. dismissed even if at first blush they
seem wrong to us. There may be strong connections between the mieans and the ends that are -
not immediately apparent. This is the kind of area in.which one’s faith in biculturalism gets
tested. Further investigation may be.in order, and exchanges of experiences will often be
mutually enlightening; meanwhile the X-speaking teacher of X cannot be overridden with
impunity.

o3
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We said earlier that readihg should ordinarily be learned first in the dominant lan-
guage.” 9 This means that Spanish or French or Portuguese literacy would precede reading in
Engllsh for children who speak these respective languages better. The acquisition of their

second language English, is discussed in another section.

Once the children have begun to read, it is just as important for them as for E-speakers
to have hlgh-quahty materials to read. Selection should strike a balance between the best that
exists elsewhere in this particular language, and the best written by immigrants or their de-
scendants in ’;his country, so that the scope and status of the language, both in the world at

large and in their own nation, are faithfully represented to the children. Here, as in the

dominant-E section, the possibilities for dovetailing with social studies should be exploited: if
the literary quality at all allows, very local history and autobiography written in X, as well as
locally-set imaginative literature in X,' should be included in the curriculum. In all these areas
special care must be taken not to give a lopsided picture which teaches the children that their
domiinant X 1s really only a language for another place or an earlier time. These subtle lessons,
so deeply learned, are probably taught more by the kinds of readings we expose children to

than by what we say about them.

It is perhaps appropriate to say here a few words about the use of memorization.

‘Memorizing is the process of adding to one’s personal store striking utterances and literary

gems in prose or verse. Reciting to oneself or to others such remembered pieces or paraphras-
ing well-known passages can be a constant source of pleasure, both individual and social. The
French poet André Spire has called this rolling of poetry on one’s tongue a “muscular plea-
sure.” In addition, it is of course an intellectual and esthetic pleasure, one which to our loss is
more cultivatéd by other nations than by us. Having X-speaking children memorize and recite
passages in X for their assembled parents is a good way to cement school-parent relations.

Ifhe role of the library should not be forgotten.

It should especially be kept in mind that in other parts of the world there are myriads
of people whose entire education, indeed whose whole life, is carried on exclusively in the
language of the children we are discussing here. The possibilities, therefore, of use, cultivation,
and enjoyment of the language arts in these languages by bilingual American children are
limited only by the children’s own vision—a vision for which the schoo]l itself, as an agent of
our souety, is largely responSIblle

(2b) Language Arts When Dominant X Is a
More Local Language |

What we sweepingly call “more local languages” are not in reality a very homogeneous
group at all. 10 Their chief characteristic in common, as far as language arts teaching is concern-
ed, is that they are not like those we ‘have been talking about above: full curricula using them
as the exclusive medium of instruction are nowhere in existence, either here or abroad. The
effect of this is that course planners have few and in some cases no extant models even to
depart from. ‘

Some of the languages have been written for a long time—well in a few cases, less well
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in others. Cherokee has a writing system dating back to the remarkable Sequoyah, and in the
1830’s an estimated 90 percent of the Cherokee Nation were literate in their native tongue. 1
At the other extreme of this particular scale are the as yet unwritten languages. In between,
Navajo, Hopi, and others are in various stages, with one or more systems of writing more or
less generally agreed upon. |

In such circumstances, that is, where dominant X is local, what are the legitimate aims
for X language arts as taught to native X-speakers in a bilingual school? They probably include
these: 12 ,

1) The chﬂdren should first be introduced. to reading, and in the language they know
best. ‘

2) Familiarity with indigenous literature should be encouraged. Although these lan-
guages have no great quantity of written literature, it might well be among the aims of a
bilingual program to expand the children’s knowledge of their language’s oral literature, to-
provide the people with this same body of literature in print, and in general to encourage
further production. |

% ok %k ok ok




The Child’s Second Language

What do we mean when we speak of teaching English? The average American, when he
hears the term “English teacher,” ponders very little over the fact that what we call “English
teaching” is a super-structure built on a relatively solid oral control of this language. When we
- speak of teaching English in school, we usually mean either homng off the rough spots that
could in some contexts work to our own disadvantage; or, more recently, trying to add a
generally advantageous dialect to the one we talk and want to keep on talking at home and
with friends. |

This is dominant-language teaching in school. It is not at all the same thing as teaching
someone who doesn’t already speak the language in question. Learners of the latter type seem .
to fall into two easily distinguishable groups: the baby who doesn’t yet speak any language; 13
and the learner of whatever age who is learning his second language. 14 Byt the truth of the
matter is that nobody knows for sure whether these kinds of learners really are two groups—
whether there are two radically different processes of language-learning, or simply minor
. differences in essentially one process. If there are two, we do not know where the line of
demarcation between them is: Is nt age (phys1cal psychologlcal or both)" Or is it something
else? o ' N

“Teaching” a baby to talk is in some respects like “teaching” him to walk. It consists
mainly in encouraging him as he tries to do these things, in a setting where they are done
naturally by other people and not prlmarﬂy for the purpose of serving as models for the baby.
‘The child overhears language in v1rtua11y its full range, and he sees the mobility of those
around him. Whether an awareness of the utlhty of talking and walking is somehow innate in
him or whether it is commmunicated to him by his observations, we do not know. 1 In other
“words, we do not know whether consciously or unconsciously we “teach” babies to walk and
to talk. What we do know is that they begin to do them under certain natural conditions.

Beyond that, agreement dwindles rapidly. People concerned with helping children or
adults acquire a second language are handicapped by this fundamental uncertainty. In dealing
with very young children the question is particularly puzzling, for while older people may

“perhaps be “‘taught” an intellectualized approximation of a second language, perhaps the brain
of the young child can operate best with little or no mterference or consciousness of “teacher

If the teacher concentrates the child’s attention too much on the mechanics, structure,

or patterns of his second language, she may have quite the wrong effect. One is reminded of

“the centipede who got along admirably until his teacher tried to teach him to analyze the order
in which he put his feet down.

On the other hand, if the teacher is oblivious to possible interferences from the first
language; if she fails to see that the relative order of certain learnings may help or hinder the
child; if she is not aware that the range of language the child hears will be severely limited
unless she purposely arranges otherwise—then she may not. be teaching at all, and the child

.\\
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would perhaps learn just as much of the second language, just as fast and well, in the company
of any other adult whom he liked as well and spent as much time with. Probably he would
learn more, because the context would in most cases be less cnrcumscnbed than that of a
schoolroom.

It surely must be.clear that if organized education makes any sense at all—a hypothesis
not always entirely beyond question—the best approach to second language teaching for very
young children must be somewhere between these two extremes, and it must surely include
~ “the ability to get the child sufficiently involved in significant activities (such as survival or

play or the search for adult approval) where language is an unavoidable tool of access” (Bruce
Ga'arvder).16 : ' ' '

theracy in a Second Language

What we have just been saymg refers to getting a child to the point of being able to
understand and talk his second language with fair competence. Reading it and wr1t1ng it should
follow this stage, not precede. As we suggested earlier,-having learned to read in one’s domi-
-nant language greatly facilitates learning to read in a second, partlcularly if the learner knows
how to speak the second. The learner who goes through the sequence here recommended has.
already grasped the concept of sound-symbol relationship in his dominant tongue, and he has
“learned how to learn from books” (Gaarder). Other features, such as left-to-rightness, may or
may not transfer 'depending on the degree of similarity between the two writing systems. Sarah
Gudschinsky, in connection with her previously quoted statement on readmg—readmess cites
- the following features as they apply to second-language readlng

Points 3 and 4 [ visual skills and manual skills] are vital prerequisites for
- the first reading experience, but do not have to be repeated for a second
language. Point 2 [audiolingual skills] may indeed, however, be as necessary for
a second language as for a first one. In effect, for the second language, it would
be a matter of learning to recognize and reproduce the phonemnes of that
language....[ Point 5, development of control of the structure and sufficient
vocabulary to read with understanding, is] obviously the essential part of a
readiness program for children who are about to learn to read a language which
they do not yet speak adequately.

3. Language‘ Arts, E for Dominant-X Children |
The following description of an English language arts program for Alaska natives,
written by Lee M Salisbury of .the University of Alaska, illustrates how many- things can go
wrong. - :

By the time the native child reaches the age of seven, his cultural and
language patterns have been set, and his parents are required by law to send
him to school. Until this time he is likely to speak only his own local dialect of
Indian, Aleut, or Eskimo or, if his parents have had some formal schoolmg, he
may speak a kindof haltmg English.

He now enters a completely foreign setting—a Western classroom. His
teacher is likely - to be a Caucasian who knows little or nothing about his
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cultural background. He is taught to read the Dick and Jane series. Many things
confuse him: Dick and Jane are two gussuk* [ Eskimo term for ‘“white persen.”
Derived from the Russian Cossack.] children who play together. Yet, he knows
that boys and girls do not play together and do not share toys. They have a dog
named Spot who comes indoors and does not work. They have a father who
leaves for some mysterious place called “office” each day and never brings any
Jood home with him. He drives a machine called an automobile on a hard-
covered road called a street which has a policeman on each corner. These
policemen always smile, wear funny clothing, and spend their time helping
children io cross the street. Why do these children need this help? Dick and
Jane’s mother spends a lot of time in the kitchen cooking a strange food called
“cookies” on a stove which has no flame in it, but the most bewildering part is
yet to come. One day they drive out to the country, which is a place where Dick
and Jane’s grandparents-are kept. They do not live with the family and they are
so glad to see Dick and Jane that one is certain that they have been ostricized
Jfrom the rest of the family for some terrible reason. The old people live on
something called a ‘farm” which is_ a place where many strange animals are
kept a peculiar beast called a ‘cow,” some odd-looking birds called “‘chick-
ens,” and a “horse” which looks like a deformed moose.. \

So it is not surprising that 60 percent of the natzve youngsters never

reach the ezghth grade.17

Even after the dominant-X children learn to speak the sounds of English and to read
aloud from a written page, the course will still be inadequate'if it is unicultural to this extreme.
In this cése, it has the further disadvantage of being trivial. Why should anyone want to read
this kind of thing even once, let alone the number of times a beginner usually goes over his
primer, in his second language or in his first? Anything that we oblige a child to'repeat almost
to the point of memorization should be intrinsically worth being memorized. Otherwise we
may waste his time at the same time that we dull his mind. A third shortcoming in the program
described by Salisbury is that—in Alaska as elsewhere—it is rarely supplemented or offset by
any language arts course at all-in the child’s native X. The school fails.

Parents also fail; sometimes under pressure from the school, as the following experi-
ence of Sarah Gudschinsky illustrates: | '

I have seen Mazatec [Amerindian language of Mexicol] children in a
 Mazatec village who were forbidden by their parents to speak and to force their
children to use only Spanish in all contacts. Where the parental edict has been
strong enough, the children fail to learn enough Mazatec to function success-
fully in a Mazatec environment. However, they do not have enough Spanish
contact to learn an effective control of Spanish. The result is a lack of useful
language sufficient, probably, to stunt all intelles.sual growth....If our attempts
to force non-English speakers to abandon their mother tongue were more effi-
cient, it would be in danger of producing an increasing population that could

~ not use effectzvely any language

E.nglish as a second language is a complex and growing fiel‘d, ‘and any teacher or
administrator of children who study English as their. weaker language should keep himself
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informed of developments. TESOL (Teachers of English to Speakers of Other Languages) is a
relatively young but already very active organization and is an excellent source of information.
The Center for. Applied Linguistics is another valuable source of ESL information and publica-
tions.18 A third is the National Council of Teachers of English (NCTE), whose booklet called
- Language and Language Learning (A]lbert H. Marckwardt, ed.) makes f1ne reading in thls field
for expert and begmner alike. -

4. Language Arts, X for Dominant—E- Children

-~ The chief American resources in this area are the MLA (Modern Language Association
of America), the vanous associations of teachers of specific languages (American Assomatlon |
of Teachers of Spanish- and Portuguese, of French, etc.) and especially the new ACTFL
(American Council on the Teaching of Foreign Languages.)lﬂ9 Traditionally the MLA has been
oriented toward European languages, but both MLA and ACTFL now have broader scopes.
~ Still, the stress of most professional language-teaching organizations has so far been on teach-
ing in situations where there is little or no interaction with American native-speakers of the
languages comnicerned. Bruce Gaarder speaks of the striking disparity between the “‘little aca-
demic world of foreign language teacher bilingualism™ in the United States and the “great
- world of Spanish-speaking children in our schools, many of whom are disadvantaged precisely
because of school policies which give no role to their mother .tongue in their education.”20

- While academia is awakening to the existence of this gap, the X-teacher would do well tokeep

up also with TESOL developments in his search for workable approaches, though the societal
contexts are obviously not identical for E and for X as second languages in the United States.

Whatever language the specific X may be, in a program that hopes for BEA support the
community and the school have by definition a certain coneentration of speakers of that
language very near at hand. Except in the few cases where an X popuiation has very recently
immigrated en masse to this country (e.g., the influx of Portuguese-speakers from the Azores

'and Cape Verde Islands to the Providence-New Bedford-Fall River area), these children and
their language can hardly be called “foreign.” The significance of this is that the language in no
“case ought to be treated as foreign, isolated in the classroom. It should be accepted clearly for
~ what it is: a language that known, visible, and audible people live in, people that can be talked
to, played with, and worked with. “Foreign” language teachers in the past have rarely made -
use of live resources in their own communltles and this undoubtedly has been a major factor .
in the languages’ having remained foreign.

Objectives in second-language 'language arts will be affected by the status (in Mackey’s

sense) of the particular X. If it is a language of wider communication, there are v1rtua11y no

_upper limits to what one can aspire to. Children who acquire these as second languages can fur-

ther their studies of them through university levels here or abroad and can cultivate their bilin-
gual taste for language arts throughout their lives. '

If Xis a local language, objective‘s will stress other kinds of vaIues. E-speaking learners

should still give first priority to the spoken language, then literacy, and so on from there. The
order is important. Again there are no upper limits to what can be done in language arts as far
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as the oral language is concerned; written limitations will depend on the language itself, tnat is,

‘on its stage of development in this dimension.

Finally, we would like to underline the arts of language arts, whether in English or in
X. “Too often, I fear, the teacher’s tenuous control of the classroom situation must be
attributed to his assuming the role of language policeman” (Ross J. Waddell). His task should
be rather to show that in every language bien parler c’est se respecter —there is the ideal of
speaking or writing well; and the achievement of that ideal brings with it self-respect.

B. Social Studies |

Each of us has his own little private conviction of rightness, and almost
by definition the Utopian condition of which we all dream is that in which all
people finally see the error of their ways and agree with us.

And underlying pratically all our attempts to bring agreement is the
assumption that agreement is brought about by changing people’s minds—other
' people S. :

-S. L Hayak‘awa21

Given the temper of our times, it is hardly an'exaggeration to say that social studies in

'the United States have not in the past accorded much dignitv to divetsity. Somehow we need

122 /

I
/

to learn to see differences in a better ligh

The most important decision of all for social studies in a bilingual program is whether
the course is to be bicultural or unicultural in content and perspective. If one goes the
unicultural route, however many languages he uses, he appears to the authors to be headed for
trouble. If the one cultural base being used in this subject is E, as in types 1, 4, and 7, the

“teacher fails to give the X-speakers’s X culture its due,with the hkely result that the learner will

be either alienated, hostile, or defeated. If the unicultural base in social studies is X, as in types
2, 5, and 8, there is the possibility of setting up a polarization in the learner especially if he is
still very- young. When he is older it may matter less. }

The bicultural treatment (types 3, 6, and 9) seems by all odds to offer the better
poss1b111ty in this sensitive subject area,23 both for E-speakers and for X-speakers, Once this
choice has been made, decisions about %anguage (2) of instruction can be made on other ,
grounds: the relative qualifications of teachers available, the overall balance one wrshes to
strike between the two languages etc.

Along with-lan'guage itself, this subject matter is one of nth'e two most crucial for the

~success of a bilingual program. And unless the X-speakers of the community have for some

reason consciously and resolutely turned their backs on therr own past, as some Jewish Ger-

" mans did on German culture after Hitler, a b111ngual program that is not blcultural in social

¢

- studies runs a very serious risk of failing. . ,. "
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It has been said that the hardest problémis this: how to give positive reinforcement to
children without giving positive reinforcement to wrong answers.2‘.1 Presumably this prbblem
can only be solved when the whole society—or at least the school—can guilelessly convince the
child that what is in question does ndf\.\tOuch his own value as a person, nor the value of his
family, his language, or his culturz. Only Yhen can he fully apply his mind to the questions that
face us all. N

- -
|

<
\‘
\

| Where to find materials for this bicultufa} or multicultural “approach is anbther matter.
| Solutions here are needed desperately ‘and now;‘i-\\and the broadened viewpoints that social

science can offer should affect every subject in the s&h\_ool curriculum. -

C. Science and Mathematics
Increasingly, science and mathematics are becomﬂirig international in content. Special-
ists at the to'p‘ of these fields, perhaps more than any others; share symbolic systems that to a
certain extent communicate across languages. Advances are bé\ing made rapidly and it is quite
* clear that no national, ethnic, or linguistic group can feel it has a monopoly on the potential
for breakthroughs. ' '

" At the same timeé, there is some evidence that school children of certain linguistic
and/or‘ ethnic backgrounds tend to perform better in these school subjects than other children
~ do. An international study measuring school pe'rformancevin mathematics seemed to show that ‘
ydung Japanese children perform unusually well.25 Another investigation, which compared
both verbal and spatial abilities of three ethnic groups in New York, showed a spatial superior-
'ity for the Chinese over the other two groups tested. 20 Whether these differences are inherent
in linguistic or other cultural factors, or whether they are purely accidental or the products of

different met]iOdologies in teaching, no one seems yet to know.

Ed

'With this. question still unanswered, certainly planners will want to select the best
methodology and materials they can find; and if a choice has to be made of one language in |
which to teach these subjects, the language with the best materials may be the determining
factor.. This could result in a program of either type 1 or. type 5; for example, for the
French-speakers of New England, either a United States mathematics course (type 1) or a

course from France (type 5), depending on which course the planners judge to be better in
itself. - : - ' |

Another procedure is the one used in mathematics by the Toronto French school; 27
that is, dividing the time allotted to mathematics, and teaching type 1 plus type 5, or ineffect
treating it as two subjects: English mathematics and French mathematics, -The children are
B taught b_oth the Nuffield program in English and the Dienes program in French. Tested by the
* Metropolitan Achievément Tests (through English only), these children showed mean grade

equivalents 'for‘every grade (1-6) at least one full year beyond grade level, both in arithmet'ic‘
and in problem-solving. | | | | | '

Although the use of 'this combination pattern might not pi'oduce such spectacular
- results ip schools whose children were not middle-class and highly motivated, both the fact of
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the'-accomplishment and the program-types involved are provocative. The two courses selected
differ in philosophy or methodology. “It is suspected that the Dienes approach provides
greater depth and perhaps rigidity and the Nuffield perhaps greater flexibility, but some real
shallowness aS'well....”28 Thus the two coniplement each other, offering the child the variety
of avenues he may need, whereas “the use of a single type of learning experience to teach a
concept is likely to produce a learning block, according to Bruner and Dienes.” 29

This is the essence of bilingual-bicultural education: not to block the child’s learning
by accidental limits imposed by any one culture or its language. All those enrolled in the
Toronto French School take both mathematics programs, and the combmatlon ‘works well
for both the bright and the slow children.”

Problem: Is it the combination of methods that accounts for this success, Ot is it the
combmatlon of language-culture complexes?

Answer: Unknown.

But some tenuous light may be shed on the problem just cited by Bertha Trevifio’s

‘study3 L of third graders at Nye Elementary School, United Consolidated Independent School

District outside Laredo. Here the program pattern was type 7: English mathematics materials
were translated into Spanish, and all children were taught _‘this unicultural material through
both mediums. Comparison was made with achievement at the same level the year before,
when the same materials were taught to all in English only. The total amount of time allotted

‘to mathematics was constant. In all cases—that is, for both X-speakers and E—speakers children

bilingually taught performed better than those who had been taught unilingually. This does not
mean that they knew the same things as before, but now in two languages; it means they knew
more. There was a bonus that came from somewhere: 2+2 equaled 5.

The experlences at Toronto and at Nye lead one to hypothesize that either two

‘languages, or two dlfferent approaches to learning, can offer alternatives the child can profit

from. When he is given both kinds of alternatives the potential for beneflts increases
accordingly. ‘

, Bicultural content is not a term that seems to have the same kind of meaning in
mathematlcs and science as in social studies, language, or art. As we said at the beginning of
this section, the deep content in mathematics and science seems to be headed for international-
ism. On the surface, though, and especially with little children, differences do matter in that
the practical application of problems and experiments needs to be attuned to the life the child
finds around him. Casting an arithmetic problem in terms of bushels of tomatoes as opposed to

bushels of mangos is not a cultural question of arithmetic content; it is simply an appropriate -

“clothing to make the problem seem real. The answer should come out the same for tomatoes

and for mangos. Yet we should beware of assuming that such surface differences are the only

~ ones that nnght affect the learner. The Navajo understanding of the physical world is quite

different from the Western European scientific tradition (which itself is not tembly old),
Navajo means of classification are different, and spatial relations are differently conceived. The

]

sensible approach seems to be to have the child learn both “sciences” side by side. Whatever
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our opinions of this idea or that in either system, both are a part of the history of science; and
there have been cases of former ‘“‘scientific’” notions believed to be long dead that have proved
instead to be insights into a deeper truth. ’

D. Artand Music _ ‘
In the approach one should take toward art and music in a bilingual school, the first
order of priority is to be sure that they are ‘taught by people who love and feel the subjects.
That there are different styles associated with different cultures is certain. But a really good
teacher of either art or music is quite apt to be multicultural in his tastes already, even before
the question of bilingual schooling arises. This is the kind of teacher that should be sought
even at cons1derab1e cost in effort and ‘money. Whether the planners feel that for overall
balance the need is for an X-speaker, an E-speaker, or a bilingual is a matter of secondary
1mportance for these subjects.

Art and music are the areas in which we have perhaps achieved greatest intercultural
tolerance. Talented and attractive teachers in these subjects can help transform tolerance into
understanding, and from there open the poss1b111ty of mu1t1cu1tura1 appreciation.

E. Health and Physical Education
Most Amerlcans are inclined to think that their ideas about health and physical educa-
tion are scientifically based, and that the objective in these school subjects.is to build good
habits that will keep our children healthier throughout their lives. We give very little thought
to the cultural biases woven into the fabric of our notions about good hab1ts Some cultures
hold that eating raw vegetables is harmful; most American school dieticians thmk it is virtually

essential. Some people believe bathing every day is bad for the skin; others consider it at least .

socially desirable, and probably healthy as well.

The fact is that many of the “good habits” we recommend to our children are not
based on definite knowledge at all, but on our own culture’s opinions—as of now. The rapidity
with wh1ch science is changing the answers in our textbooks should give us more pause than it

~does, should make us leave more room for d1fferent views on the part of others around us

today as well as room t0 change our own views gracefully tomorrow, if need be. One frame-
work for this roomleaving seems to be to present more of those things we wish to inculcate in

. our young as our opinions or our best judgment. Children will learn just as well,and both they

and their erstwhile mentors will be spared if what we thought ‘was The Truth is later discovered

to be erroneous. Remember thalidomide?

This approach could well be used in health, in our d1scuss1ons of the human body, its

- needs, and its care. Similar latitude would not be amiss 1n the area of physical educatlon .

Children of different cultural backgrounds may have culturally-based feelings about participat-
ing in certain kinds of games. We saw above32 that small ESklmO boys and girls are unaccus-
tomed to playing together. Certain kinds of dance are approved by some cultures and disap-
proved by others. It makes little sense for us to say whether it is “better” for children to
follow one pattern or the other in these respects, and it is possible to do real harm by obliging
children to violate their cultural patterns '

[
v
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On the positive side, especially in physical education, there are the riches of variety
that can derive from taking into account two or more cultures’ conceptions of play and their
ideals of physical prowess.

Two special areas offe. the physmal educat1on teacher opportumtles to contribute in
~ important ways *v a bilingual-bicultural program: role-playmg and kinesics. Kinesics has re-
cently been discovered b}{ second-language teachers as a powerful reinforcement to verbal
‘learning.33 Children whose classroom use of a second language is supplemented by kinetic
association on the playground will have their learning greatly reinforced in the process..A child
who experiences “Run! Jump! It’s my turn to bat!” in the real world knows the m‘-qq;ﬁing of

" - these words in a way the schoolroom can usually only suggest. This argues for playground use,

either mixed or at successive times, of both languages the child is attempting to control. If the
. E- and X-speakers are of about equal numbers, a mixture of the languages with one bilingual
'teacheryls .quite feasible and life-like. If the groups are of very unequal size, the majority
language is likely to take over. In this case, it may be better to have two “unilingual” teachers
alternate, so that-an adult’s weight is added now to one language, now to the other. If kinesics
is to be fully exploited for the purposes described, the language arts teacher and the physical
education teacher should be aware of each other’s programs and of the help each can draw
from the other.

%
’
o

- Role-playing is a device ‘that has been suggested as one possible way of handling some
of the conflicts that arise in the minds of children faced with two cultures and their respective
value systems. One example might be the conflicting attitudes toward competition between
~ relatives or close friends as seen in Hispanic culture when compared. with Anglo. Anglo-style
games, played only in English, may be used to illustrate how brothers and friends can compete
fiercely with each other in a way accepted and even postively enjoyed by all. Hispanic games,
played in Spanish, can point up the value of alliance with brother or friend, the precedence
these relationships take over the need of an individual to win. One way to bridge the gap is to
have a bilingual teacher who can serve in this world of play as a model of biéulturali-sm, acting
now one part and now the other as the several games require, while all the children see.
‘Children who are reluctant to join games they sense are antagonistic to their cultuial style
“should not be forced or over-encouraged until they are ready. But the teacher who is able to
participate in both kinds of games without losing his essential identity and integrity is a living
lesson in how two cultures can combme in one human without the betrayal of one’s self.

F. Coda
The traditional “subjects” of the elementary school currlculum are purely theoret1ca1
in their separateness one from the other. Life is not divided into these discrete compartments;
nor is reality; nor are the children thai bilingual schooling is meant to serve. If every teacher
would make the effort to understand what his fellow-workers are about, and to fit his own
specmhzatlon into the whole, multiculturalism could begin where it should: at home.
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. Time

The preceding section, on Content, has been an attempt to see each subject area
separately in its dual relationship to language of instruction and to cultural focus. This section
will deal with the instructional program as a whole, with respect to the amount of time
allotted to each language.

William F. Mackey’s “A Typology of Bilingual Education,” which he has generously
allowed us to append here in toto in its first published form,34 analyzes the multiple relation-
ship§ that may occur when one views the school in the contexts of the child’s home and
famify, the community or immediate area, and the nation. The possible combinations are about
250, “Ranging from the unilingual education of bilingual childrer in urnulingual communities to
the bilingual education of unilingual children in bilingual communities.”

Within this complex, Mackey identifies ten types of “curriculum patterns” or what we
prefer to call patterns of school time ( reserving the term curriculum to refer to content or
subject matter). Mackey’s orientation is international: If we apply his thirking to the United
States-alone, the patterns may be illustrated as follows: 3>

87




(i3

C® @ ® ¢ ® s vtz eum |
) adAy awi | _ w.

jenpes - 1dniqy jenpen 1dniqy .

sjunowe ~ sjuhowe , _ I l I; l
- .- jenb3 aiagid X ysi|bug X yst|bug X yst|bu3 r
,, V]} ul - . ol - 0} Jo jo o} - o} i
A o
wocmcwuc_m_m ._wwmcm._H ) wocmcwuc_mns_. Jajsuen]

, 00
- 00 :
N m
! ) ]

E:_noE-_m:m wnipaw-ajbuig

uononsul o sabenbuej Aq . . | - -
NO!LNGIY1SIa INIL . ———

T A i oxt Provided by ERIC




It should be clearly understood that we are focusing now on the entire school program
of a year or any other unit, such as primary grades. The discussion here does not refer to the
language of single subject-matters, whose various possible pattems we treated above, in our
section on Content.

Of the ten patterns just delineated, only the four that are circled appear to be fundable
under the BEA and its Guidelines as they now stand. It will perhaps be well to explain our
reasoning at this point because: 1) our interpretation is in no sense official; and 2) both the
Guidelines and the Act are presumably subject to change through normal channels.

Types 1-4 are umlmgual they are therefore not fundable because the Guidelines spec-
ify that mstructlon must be in two languages

Types 5 and 7, by virtue of the abruptness of their shiff from one language to the
other, are not fundable because at no particular point do they use both languages for instruc-
tion. For example, a program altogether in X in grades K-2, if it then shifts abruptly and
totally to English, does not seem to meet the Guidelines’ requirement at any grade level.

This leaves us with four basic patterns that could be funded: nos. 6, 8, 9, and 10. Each
type represents not a fixed, absolute d1str1but10n of time but a way of d1str1but1n\g, so that the
characteristics stylized here can differ in degree on being fitted to an actual school setting.
They can also differ somewhat in form, for, within each of the patterns we believe are
fundable, some subjects may be taught in one language and some in another (Complementary),
or some or all may be taught in both languages to the same child (Overlapping), as we saw in
our drawing on subject-matter treatment. 30 If there is overlap, it may take the form of using
both languages for a subject during two periods of the same day (Simultaneous); or the whole
course—say mathematics—may be taught in X for a certain period of tlme followed by a perlod
in E, and X again, and so on (Alternating).

Expanding the dual-medium section of the time distribution drawing, we can show
these further distinctions. Then we will g1ve an example of each. |
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As we have indicated, all the blocks shown above are abstractions. They may represent
entire school programs, or they may be conceived as segments that can be combined in various
orders and for varying periods of time One block may be appropriate for all or part of the
X-speaking children while at the same point in time another type is better su1ted to the
educational needs of E-speakers in various stages of advancement toward bilingualism. For this
reason the school may wish to design two or more tracks that move in the direction of
merging. An example of such a design is Bruce Gaarder’s much more detailed chart showing
the time distribution pattern of Coral Way Elementary School. (See reproduction of this
cha:rt.3 7) '
Programs for X-Speaking Children :

~ Again we refer our reader to Mackey s typology, espe01ally to section 1 and 3, on “The
Learner in the Home” and “The Community in the Nation.” Of the five types of learners
identified there, the prime beneficiaries of the BEA are: | '

L/ B

Unilingual X-speakers ‘ Bilinguals (in X and E, to
‘ | whatever extent, but espe-
cially if X is dominant)

Yet not only American children, but also American communities or regions may be
described as either essentially unilingual (in E), or more or less bilingual in E and X. Although
there are other possibilities, there are the most common ones in our country today. |

The kind and degree of language reinforcement which each child receives in the normal
course of his life at home and in the community should figure heavily in determining how his
- school program can most frultfully be distributed between English and X. Yet in introducing
the dimensions of home and community, we cannot fail to stress that if at all posmble,
program demsrons should be made on educational, not political, grounds '

Two of the educational factors that should be given especially careful consideration

are: | |

(1) the child’s linguistic past—his readiness to receive the education he
needs, through the medium of X, or E, or of both; and |

(2) the child’s context—the social and psychological impact that he can be
expected to experience as a result of the parti;‘eu]lar school program in

.

which he is placed. P
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The widely differing backgrounds of our X-speaking children give very different mean-
ing to these two factors as they apply to different individuals and groups. There are immigrant
children and children whose forbears have been here for centuries; there are urban children and
rural children and migrant children; children of parents with proud educated heritages and
children to whose ancestors books have been virtually unknown for generations; there are
Eskimos in tiny villages, and French-speaking blacks in Lduisiana, and Basque sheepherdérs

~ scattered across the wide expanses of the West; there are the millions of Spanish-speakers of

the Southwest, Florida, and New York, and the 267 Supai Indians who live on the floor of the
Grand Canyon. It would be idle for us to try to determine here the exact formulas that would
fit all these case‘s',‘but every X-speaking child has both background and surroundings. They
cannot réasonably be ignored.

* ok ok ok Ok

It may nonetheless be useful to elaborate on some situations in which various combina-
tions might be put into operation. What follows is set forth in that spirit, and it should not be
construed as in any way prescriptive.

TIME ' >

“E (5L)

LANGUAGES

. Fig. 1 (Type 6) o

In this sketch, X is the Chjld’;5é stronger language—for example, Spanish or Navajo—and
English is his second language. The figure shows how one group of planners might propose to

- arrange the first stage of this child’s formal schooling. How long this portion should last is not

indicated. Let us imagine that we are thinking of Nursery (N) or Kindergarten'(K) through
grade 3. The program shown here emphasizes the child’s need first to establish himself Sfirmly in
school in his own language, X. It assumes that it would be to the child’s advantage to spend the
major portion of his early schooling in X. But Ei is gradually introduced and mcreased foritis

the language which in the long run will carry at least half the instructional load in his education.
How E and X are to be used has been spoken of in our section on Content. Now wg are

concemed with the how much.

| . J |
The beginning shown in Fig. 1 might be followed by any one of various programs, again
‘depending on what is judged to be in the children’s best interest. So, for example, children of

Cuban or Puerto Rlcan fam111es who now live in a bllmgual-blcultural commumty in the Umted
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States might profitably carry on the use of , ;
each language halftime through the elemen- +
tary or secondary schools (Fig 2). Here the X ‘ X
second block would represent, say grades 4-

6 (or 8 or 12). This combination is roughly
the time distribution of the Coral Way Ele- ©
mentary School in Mlaml, and the goal of
the Bilingual School in New York City. 38

Fig. 2 (Type 6 plus Type 10)

. A second kind of follow-up might be used in an area where the accident of birthplace

has made literacy in X locally less strong. The loss of vigor in the literate tradntlon has in most

cases been the direct result of our unilin-

gualizing school policies, . which have too — E'

often turned bilingualism into a personal ' |

liability; for gxample, among the Franco- . | + £
Americans in parts of New England, or for X '

the Spanish-speaking in parts of the South- >

west. Although there are a few communi- ‘
ties in these same areas that"remaiﬂ-,: streng, Fig. 3 (Type 6 plus Type 9)
that prefer and are following the -pattern |

already described, others might choose to,

or have to, aim at a program like this:

Such a choice might not actually reflect the community’s preference about the relative
time given to each language. It might be based merely on inability to do more because of
inadequate staff or materials, for example. If such is the case, a modest start might be in order
while the necessary further provisions are _*being'made.'Then the school could move into fuller
‘use of X, as in Fig. 2. : ‘ ' a

A third follow-up can be comceived for still other cases. In these situations, for one
reason or another a total transfer to E is thought to be best or necessary for the X children. If,
for example, educational materials are non-existent in X zggd none are foreseeable in the future
(Supai might be an example.) Or if unexpected h1stor1cal events place the schools in sﬂtuatlons
that require crash programs for short peri- '

" ods until provisions can be made for fuller = }: ‘
use of X in the education of X-speakers. 39 BB E
Or if the X-speaking people themselves re- _ : E
solutely determine to have their children ‘ X

" transfer totally into unilingual schooling in " A
E. They have this right, and Fig. 4 shows a . " X ’

means to such an end. BEA funding would Fig. 4 (Type 6 plus Type6) *
presumably cease at the asterisk (*) in any '
of these cases.
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An entirely different approach is represented by programs beginning as in Fig. 5.
Unllke Fig. 1, Fig. 5 stresses the importance, at this stage, of virtual immersion of the child in .
~ his second language (here English); it also minimizes his need for school use of X. This |

approach is supported by some who feel it is in the child’s best interest to capitalize while he ‘
can on the ability to acquire another tongue with native-like pronunciation: an ability belong-
ing almost exclusively to the very young. But Fig. 5 will also appeal to those whose aim is to
delete X eventually dltogether. |

Depending on one’s philosophy, therefore, or upon one’s assessment of the relative
importance of the several needs of children in a specific community, proposed follow-ups to
Fig. 5 may range all the way from total use of E (Fig. 6) to greater use of X (Fig. 7)—possibly
up to 50 percent

* ok ok k%

TIME —————

w
L
2 .
- £(SL)
O I
=
<
wd
x t

Fig. 5 (Type 9)

E + E
Fig. 6
X .
(Type 9) {not fundable)
4 E
E + LeY
Fig. 7
' - X
4 X
(Type 9) (Type 8)
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Again the choice should be made in consideration of what promises most for the
children’s total good, both in childhood and in the years beyond. -

* %k Kk ok 3k

A middle ground between the two beginnings shown (in Fig. 1 and Fig. 5) is any one of
the forms of Type 10, where each language is given half of the schdol time from the. start (Fig.
8). Many communities find this the most convenient way of recognizing both language needs
- and psychological or social needs. If this balance is truly in keeping |
with the requirements of the children and is not merely an adminis-
trative convenience, it may indeed be ideal. It cexta,inly appears to be

~ the easiest to schedule; but it involves some hard decisions about E
distributing subjects between the two languages or teaching them all
in both. | | '
X

‘ | Fig. 8 (Type 10)
Progirams for Children Whose Dominant Language Is English

“In an area eligible for a Title VII project, children from environments where the
. dominant language is English are eligible to participate when their participation is such as to
enhance the effectiveness of the program.” So say the Guidelines of the BEA. But even before
this. provision was made, a number of commumtles had seen the desirability of bilingual
schooling for E-speakmg children as well as for those dominant in X. Though E-speakers have
usually not had the language-centered learning difficulties that p}ague many X-speakers, 40
‘other reasons for advocating bilingual education abound. It is a happy circumstance indeed
that the BEA provides the means of encouraging programs whose benefits may be expected to
redound in two d1rect1ons both to and from each group in a bﬂingual community. The authors
would recommend that future revisions of the BEA lend greater support to programs where
two-way efforts at bilingualism and biculturalism are among the highest aims.

Meanwhile, highly suggestive for planners are programs for E-speakers going even as far
as this: ‘

X (SL)

Fig. 9 (not fundable)

- Here X is a second language for the children but is used exclusiVely for the entire first stage.
An example, though not in this country, is the St. Lambert School near the bilingual city of
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Montreal, a public elementary school where middle-class E-speaking children are taught entirely
~in French in K and grade 1. Thereafter, E is added and gradually increased toward half (as in
Fig. 1, except that now X is the second language, not_E).41

Fig. 10 X (SL) +

X (SL) . -

(not fundable) (not fundable)

Fundable patterns of X for E-speakers in bilingual areas range all the way from the
type shown in Fig. 11 to a minimum as shown in Fig. 12. '

.
E
X (SL)
X (SL)
Fig. 11 (Type 10} , Fig. 12 (Type 9)

Planners should be conscious of the problems that beset an XSL program of the limited

-dimensions s; ™ in Fig. 12. Witness the average FLES (foreign language in the elementary

school) program or the typical high school “foreign language” course, where X is so frequently

treated in a vacuum. The direct and indirect benefits of XSL depend primarily on interaction

- with X-speaking peers. Without them, XSL tends to become academic (in the worst sense of

the word). The smaller the amount of school time devoted to XSL, the more academic it
usually becomes. |

* %k ok ok Kk

Progfams designed for E-speaking children need not, of course, exactly parallel those

both home backgrounds bilingually, the authors strongly recommend that the E group be-

gir X(SL)‘ from the very beginning of school and that instruction i» X be made available
(not obligatory) throughout the entire school program. Seemingly the optimum distribution




E:
E
]

~ ing throughout the

for E children is that

used at Coral Way
School (Fig. 13), with E
this program extend- +

X (SL)

school (grades 1-6).
This is the full count-
erpart of the program
of the Spanish-speak-
ing children in that
school, as seen in Fig.
2 above.

" Fig. 13 (Type 8 plus Type 10)

ok ok ok 3k

Mixed” -Use of Two Languages E XE X E X
' X E XE X E
EXEXEX
X E X E X E
EXEXEZX
X E X E X E

Fig. 14 (Type 10)

A few words may be in order about the unique time pattern in which bilingual
teachers “mix’’ the languages or move freely from one to the other throughout the day. The
goal is to achieve a 50-50 time distribution equivalent to that in other forms of Type 10 (see
10.1, 10.2.1, and 10.2.2). |

This unfettered arrangement has two very great attractions: it mixes all children
from the start, and it requires only one set of teachers. Examples can be seen in grades 1-3 in
Nye School of the United Consolidated Independent School District outside Laredo, Texas;

and in grade 1 of the John F. Kennedy Community School in West Berlin. The possibilities
‘for equal treatment in all subject areas seem to be much greater in N and K, with progressive-

ly more problems as one moves up through the grades.

The chief difficulty, as far as time itself is concerned, is in.actually achieving the
desired time distribution in all subjects and activities. It is hard to keep track of how much
each language is really used for what. In addition, the bilingual teacher is almost inevitably -
stronger in E in some ddmains and in X in others, and this is likely to tip the balance now
one way and now the other. Special kinds of questions for achievement testing thus arise.
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III. Methods and Materials

Both methods and materials have been touched on incidentally elsewhere in this chap-
ter, particularly with respect to specific subject matters. But some of the most troublesome
questions still remain. One of them is this: how to get everything in.

Time and again teachers and administrators will be forced to ask themselves what they
really want to get in, and how badly they want it. This is the fundamental question. Be it said
‘at the outset that the easiest solution is to forget about bilingual and bicultural education
altogether; or if not that, to give only token recognition to the X language and culture. This is
the easiest, we say; yet we have seen in the educational results of the past how far short of
being satisfactory has been our policy of pouring all children into the same mold..

Any other system that we, the authors, know anything about takes more effort, more
thought, and usually more money. No way around it. But there do seem to be ways of
accomplishing this better education without taking more of the children’s time. The three best
ideas about this seem to be: (1) to split the total time for a subject between the two languages;
(2) to allot some subjects to one language and some to the other; or (3) a combination of
these two approaches: one system for some subjects, the other for the rest.42

Splitting the Tirie. This idea usually frightens a teacher, especially if there is the
prospect of using a team-teaching approach in which one teacher has half the day in one
language and his opposite number has the other half day. He immediately se¢s that this cuts in
half his time for each subject he teaches. He needs to be reminded that, although this is true,
the subject itself is not receiving any less time, for the child gets an equal amount of instruc-
tion from another teacher of the same subject.

All teaching involves repetition. In this case much of the repetition comés through the
other language. This change of medium, it is supposed, works to make the repetition more ef-
fective, for we know that repetition should rarely be used verbatim. Teaching requires that the
same thing be said over and over and over again, but in different ways, until the ideas are fully
mastered. Using two languages can in itself combat boredom at the same time that it holds out
the possibility of giving the child new perspectives on the subject he is studying.

Splitting the time can also be an antidote to laziness or “tuning out” on the part of
some children, especially if the two-teacher system is used. Here the demands of each teacher
are independent (the team will undoubtedly compare notes, but the children will have little
consciousness of tms behind-the-scenes operation), 43 and the child knows he needs the ap-
proval of each one. ‘

Each teacher shouldtherefore act as if everything the child learned in a specific subject
depended on his own portion of the day, tut comfort himself in his dark hours by realizing

there is a counterpart he can rely on. His own work will always be supplemented by another
teacher who is trying too.
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The Coral Way School has recently devised a new system of grade-reporting which
would appear to have advantages in this area as well as in others. Formerly the two teachers of
" a child conferred, and, at the end of each grading period they compromised on a grade for each
subject. This had the disadvantage of obscuring the difference between subject strength or
weakness and language strength or weakness. Under the new system there will be a grade for
mathematics in Spanish and one for mathematics in English, etc. By looking at all the grades in
both languages, both parent and school can tell whether the child’s problem areas are related
to a specific subject matter or to one or the other of the languages.

It is a part of our system that we require children to perform for grades. Under the
arrangement proposed, we believe this aspect of the system could be turned to greater benefits
for the child himself. One teacher may be able to keep all the children attentive and interested
all the time, but unfortunately such master teachers are rare. Two teachers, each with half the
total time for a school subject, seem much more likely than one to be able to make profitable
use of the grade-reward system.

Whether the teaching is done by a team or by a single bilingual teacher, we are
assuming that the instruction glven in the two languages will not be carbon-copy. As we see it,
translation or near-translation involves three major hazards in a bilingual program if the same
child gets both versions. First, it is boring. Hardly anything more damaging could be said about
elementary school instruction. Only the most phenomenal child will learn from something that
bores him. Second, if the child knows he will get the same thing sooner or later in his own best
language, he will tend to wait for that, and not reach for the second language. And third,
materials that are translated for this purpose are almost invariably unicultural in content. We
will not belabor this pomt, hoping instead that the reasons underlying our preference for a
bicultural or multicultural outlook have already been made clear.

If one bﬂmgual teacher is chosen rather than a team, the arguments of the preceding
paragraph would suggest that he seriously consider setting aside specific portions of time for
each language, rather than “mixing” them freely throughout the day. 44 guch a divi..on does
have what some teachers consider to be a drawback: a child’s interest and curiosity may at a
certain moment suggest a question that he hesitates to voice if the language being used at the
time is his weaker means of communication. The loss can be minimized if children are made to
feel that the division between the portions of the day is not 1nv1olable — that there is never a
time when the use of their mother tongue would be morally wrong — and only that the goal is
to use: each language at its own separate time. This attitude, developed in children, will help
them to come to see that there are times and places when each language in turn is preferable to
any other, and to develop a sense of which situations are which, and why. In the process,
however, such instruction would require that no teacher in a bilingual school, at least through
the primary grades, be 100 percent unilingual. It is not only children who must make room for
other styles of life, but adults as well.
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Finally, we should say that most of what has just preceded has taken for granted an
equal split in time (Program Type 10.2.1.). Unequal splits are also possible (Types 6.2, 8.2, and
9.2). Under -these arrangements one language ‘is the main load-bearer, and the other, in a
smaller amount of time, tries to reinforce the learning of the whole curriculum. This presents
obvious difficulties for the teacher using the language with the smaller amount of time, but
~ Jjudicious emphasis, either cn what is most needed or on what the children show special -
interest and talent for, can make the program valuable. In these cases of unequal split, it is
especially important that the child’s atiention not be focused uniduly on the language itself as a
subject, but on the things that can be learned through that language.45

Allotting the Time by Subjects. The main questions, if it is’ decided to allot some
subjects to English and others to X, are: which ones? and on what basis? There seems to be a
fair amount of agreement. Language arts obviously go to their respective languages. Art, music,
physmal education,- recess, lunch, assemblies, parties, field trips, and athletic contests — all
these can be in either langUage or both. These are features of school that are close to life itself
‘and, as Fishman pomts\0ut,46lazssez-fazre used to be a part of the American mystique. Let us
see if we can revitalize this value in our rapidly solidifying culture. Quick before it hardens!

Two criteria may help in making the other decisions, if not all subjects are to be
learned bilingually by the child.

1) Those things considere‘d to be the areas of highest achievement of each culture
might be taught to the child in that culture’s language. Especially for X-speaking children,
outstanding aspects of the X culture should be available to them in their dominant tongue.
Thus a people’s history and its own cultural patterns should be seen from the inside, ir. X, by
‘X-speaking children. Meanwhile, the E version of this same subject matter should not be so
uniculturally E as to omit the X achlevements even if they are dealt w1th in somewhat less
detail there.

2) Courseés that may be expected fo be of particular occupational utility to the child
should be available to him in his dominant language. Children from the X side have natural
advantages, if they are properly schooled, in becoming bilihgual secretaries (very very few now
have the literate skills for this), customs and immigration officials, international airline or
other 'b”usiness employees, interpreters and translators for various governmental agencies, teach-
ers of the X language or of other subjects in bilingual schools; “...no plan will be successful
that does not open the door for the pupils into satisfying jobs in the American culture as it
exists in the last half of the twentieth century.”47 Program planners should look at the region
- around them and ask themselves what special opportunities there are for educated bilinguals,
not stopping with blue-collar jobs. What would be the opportunities in law, for example, orin
medicine? It is not a mistake to look that far ahead in trying to determine what should be
offered in which language in the elementary school. Nor should the present narrowness of
subsequent educational facilities in X be too heavily weighed. As our whole society expands,
-opportunities for both education and work will certainly expand as well: it seems certain we
can never be an island unto ourselves again.

We have been speaking of allotting subjects to languages on a more or less ongoing basis
(Program Types 10.1, 9.1, 8.1, or 6.1). This can also be done by rotation, so that the ¢hildren
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are not left with all their formal education in some subjects in E, and in other subjects in X.
One way of offsetting this, especially after the point at which subjects are departmentalized, is

to have a subject taught in E at one grade level and in X at the next. For example, if a school
has two social studies teachers for grades 4-6, and one teacher can teach social studies in X at
these three grades, the children who study that subject in X at grade 4 can pursue it in E at
grade 5, and back to X in grade 6. The other teacher has a similarly rotating student body.
Exceptions can be made for individual children as the need arises. This kind of leap-frogging
from one year to the next is not as impractical as it may at first sound; most teachers spend a
period at the first of each year in review. In this system, “review’” would in part be a recapping
of previously Jearned material by adding the necessary vocabulary and termmology to cover
the new concepts acquired the year before. '

Combinations. Combinations of time-splitting and subject-allotting are also possible, as
we have suggested, and variations can be worked out best at each local scene: One example
should suffice. If mathematics in E seems to be generally a great problem for X speakers, the X
children might split their mathematics time between X and E even if E c.hildre'n study mathe-
matics only in E. The point is that there is no reason to make all children follow precisely the
same pattern: the idea is to help them learn. If, however, they can learn in two languages,
bilingualism becomes an asset, not a liability. Arthur Jensen has noted that the two most
reliable indices of socio-economic status are occupation and educational achievement. Beyond
economics and beyond the number of grades completed lies the intellectual status of compe-
tence across cultures. We believe this kind of education is the finest that a community can
offer, to any or all of its children.

Methodology in Early Stages. Contemporary views differ on what teaching method is
most appropriate to early childhood. Stated in a greatly over-simplified way, some authorities -
stress freedom and play as the best avenues for learning, while others emphasize the economy
of a highly structured approach, with teaching materials and procedures planned out in much
detail. A third view is a synthesis of the first and second! it accepfs the motivational validity of
play, and it assumes this is not necessarﬂy in conﬂlct with order based on purely lmgulstlc
concerns. '

In speaking of methodologies for a bilingual child or program, language teachers and
‘others must constantly remind themselves that it is not language alone that the child must
learn. It is everything that goes into his school education. The primary factor is who and what
the child is, apart from the school. His particular background can tell us, if we listen hard
enough, both what he wants to preserve of that non-school self and what the school may add
that will benefi¢ him. 48

~ Ideally such diagnosis would be done on an absolutely individual basis. We are far
from accomplishing such a dreamed-of education for each individual child, but the least
we can do is to take cognizance of the large groups among us that bring different things
with them to the school. This means that we should not expect to find one methodology
that will work best with all cultural groups. Some cultures teach their cgildren personal
‘ pride with high achievement; others teach 'theirs that personal vict'ories shquld not be
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permitted to single out an individual from his fellows. In teaching the children of these two
backgrounds, it would first of all seem essential that the teacher know thoroughly the frame-
work of values within which his pupils live and work; and second, that he proceed in such a
way as to help each child, rather than setting him at odds with his family or with the children
of the other cultural group. The fact that all the children go to the same school does not mean

there is no variety in their cultural milieu outside. Thus it may be entirely reasonable to.have

two very different methodologies being used in one school.

The teacher must be especially flexible in the presence of an X-speaking child. While
respecting the child’s native dialect, he must tactfully add or expand a standard form of X, and
at the same time initiate the child into E. Also, while respecting the values of the X culture, he

must teach sufficient understanding of E cultural values to enable the child to feel at hothein

both the X stream and the E stream. This is very far from being an easy task.
{

We agree with Zintz, Ulibarrf, and Miller that “the child whose cultural heritage is
different from the school culture is in need of special educational services that will bridge the
cultural . barriers and meet his language needs before he can take advantage of the course of
study with which he is apt to be confronted.”%? The authors spell out some of the values that
the dominant culture teaches, values with.which any child in an American school needs to
become familiar: | |

1. - He must climb the ladder of suecess, and in order to do this he must place a
high value on competitive achievement.

2. He must learn time orientation that will be precise to the hour and minute, and
he must also learn to place a high value on looking to the future.

3. He must accept the teachers’ reiteration that there is a scientific explanation
for all natural phenomena.

4. He must become accustomed to change and must anticipate change. (Thg domi-
nant culture teaches that “change,” in and of itself, is good and desitable!)

5. He must trade his shy; quiet, reser/\?ed,-andf anonymous behavior for socially
approved aggressive, competitive behavior. |

6. He must somehow be brought to understand that heAcan’, with some indepen-
dence, shape his own destiny, as opposed to the tradition of remaining an
anonymous member of his society.>0 .

These afe new and in part alien concepts to some of the children in our schools, yet we

wish to register serious doubts about a good bit of what passes for “concept development”
among children with' little or no English. On the whole, children come to school with their
own culture’s concepts already formed or forming in ‘their minds. Too often teachers and
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materials writers think that they have no concepts, or proceed as if they had none. This can be

quite damaging, for it fails to recognize that the child’s mind is not simply a tabula rasa: he is

being presented two different and sometimes positively conflicting value systems. As Sarah
" Gudschinsky comments,

_teachers are inclined to expect as ‘‘concept development’ in a ron-English
speaker the simple memorizing and parroting of words for which the child has in fact
no meaning. (Without doubt we do this with the English-speaking child as well. An
immediate illustration which comes to mind is a Sunday school class which I taught on
Easter Sunday of this year. Asked: what is Easter for? the children answered readily

“‘It is the. day when Jesus rose from the dead.” Pressed for an explanation of the phrase
rose from the dead,” however, the children had no realistic idea whatsoever of what

these words mean. It was a shocking surprise to them when we discussed the Easter
event in terms of a modern setting in which a corpse pushes up the lid of his coffin and
climbs out.)

It has been drawn to my attention that in Australia the Aborigines reach a
ceiling in their education in English which is at least in part due to the fact that they

‘have a great deal of English vocabulary that they can read and use in answering test

questions but for which they actually have no real world meaning at all.

It seems to me that this is an important element in the notion of teaching a
second language to children, and in the notion of concept development.

" Another point ... is that it is not easy to give a person a new'concept if that

new concept'is in conflict with something he already knows. In this connection the
cross-cultural studies are exceedingly important. Unless the teacher understands what
the child has already learned from his own culturé, he will fznd it very difficult to give
him new ideas whzch match the second culture.!

Methodology of Second Language Teaching. Within this much larger picture is the

methodology of teaching the second language as such, where there are again differences in

contemporary ideas. The basis for some of these differences has been discussed in our section

on Content, under “The Child’s Second Language.” Bruce Gaarder, speaking of second lan-
. guage teaching, writes as follows: ’ .

The teacher-learning cannot be left to chance or to the teacher’s ingenuity....

The structuring comes outside of class, when the course of S'tudy is being laid down. It

consists of the careful selection, in advance, of situations, experiences, activities, and
most ‘especially teacher-pupll talk, which guarantee complete coverage and re-coyerage
of the desired lexicon and Structures and concepts, but which, in the glassroom, make

','language the means of natural access to those situations, experiences, and activities. In

other words, the child’s attention should not be focused on language and the teacher’s

“use of language should not be restricted or made inauthentic. The structuring should

not be apparent to anyone, but the curriculum-makers know it’s there.”?

Toward Merging. How far up the grades one has to go before all children are able to

merge successfully without regard to language is not known, and there will always be individ-
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ual differences. Two points should perhaps be made about the idea of merging: _

1) All instruction in and through the child’s weaker or second language (SL) should
aim toward the eventual use of this language as if it were not weaker. That is, teachers should
strive to bring ESL to E (ESLE), and XSL to X (XSLX) as rapidly as possible. The sooner
this can be accomplisiied, the better. Children will profit in their SL by maximum interaction
with native-speaking peers, and teachers will have their instructional planning reduced from two

~streams to one. This applies whether one is speaking of the language as a subject or as a
medium for teaching other subjects. As soon as any child can join a section not marked SL, he
should be transferred into the regular E or X section for that part of the day. Transfer of this
kind should be highlighted as a mark of excellence, whichever language the child is “gradua-
ting” in. .

2) The X child should not be forced to “graduate” before he is ready, especially from
ESL'language arts. The effect of pressing him too hard would be to abandon him too soon to
- competition he cannot meet. ESL languége arts will probably be the last Subject in which he
can successfully join the rest of the E students in common instruction through E. By the same
token XSL language arts will probably last longest for E students striving to join the X stream.

Materials
| The identification, annotation, and evaluation of instructional materials in such a way
as to be useful for |
(1) each age and interest level, and
(2) each difficulty range, in |
(3) each subject area, for
(4) each culture or subculture, and
(5) each linguistic group

is a task clearly beyond the scope of this monograph. Aside from the fact that the present .
writers do not have the various kinds of specialized knowledge to do the work that needs to be

‘done in this field, it seems doubtful that a single listing for all these variables could be made -
" quickly enough, or kept up to date well enough, to make such a project feasible. There is both
a dearth of materials and a wealth of materials, depending on what one is'»looking for and what
criteria he is trying to meet. Rather than naming specific sets of materials or individual books
in one language or the other, therefore, we offer the reader a few thoughts on these subjects:

finding existing materials that are usahle or adaptable and creating materials, teacher made or

otherwise. We have also indicated some sources of materials in Appendix W.

Finding Out What Exists. Unfortunately, many teachers and administrators who are
new to the field of bilingual schooling conclude all too quickly that no material$, or no
suitable materials, exist for their particular situation. This may indeed be true, particularly in

the local languages. “Of the nearly 300 American Indian languages and dialects extant, only

roughly 40 percent have more than 100 speakegs. In the case of about: 55 percent of these
languages, the remaining speakers are of advancéd .age.”53 Instructional materials for these
small groups are few and far between. At the other extreme there is the case of \Spanish, whose

abundance of visual and-written material existing for the nearly 200 million Spanish speakers -

-in various parts of the world has hardly had its surface scratched by our experimenters in

3
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‘bilingual schooling. This is not to suggest that every book wr1tten in an X language is immedi- i
‘ately ready for use in the schools of this country. There are questions of- commercial availabil- i
ity and supply; of standards of editing, printing, and binding; of uniculturalism from the X
side, especially regarding national allegiance and religion. In some instances there is the need
for diplomatic and cultural agreements between our countries to make use or adaptation
‘possible. ‘But the creation of materials is an arduous path, filled with pitfalls even for
‘experienced travelers. We advise that, whenever it is at all pbssible, existing materials be tried
first, and adapted as necessary. Let us survey the field briefly. R

!
|
Materials for teaching English as a second language are in great supply, especially in the g ‘
language arts sense. Materials in Enghsh for other subjects, specifically designed for those - i
learning it as a second language, are much less common. Some ESL materials have been |
designed with a specific dominant-language background in mind, to teach, say, Enghsh to
Spanish speakers. Writers of such books concentrate on specific points at which the Spanish ‘
/' and English language systems differ. Other writers attribute less importance to the learner’s
“language of departure” and stress each part of English structure or sound as they judge best.
In selecting a set of materials, the bilingual program planner should be aware of the population
the writers themselves had in mind. Such a factor might not preclude their usefulness for a
different population, but it should be borne in mind. o
To our knowledge, the best sources of information on materials for. ESL—both titles
and evaluations— are the Center for Applied Iinguistics and TESOL. (See Appendix W, Direc-
tory: Sources of Materials). Inquiries should i.te the age of the learners, their linguistic and
cultural background, and the dlfflculty level sought

The subJect of materials in the other languages makes a much less neat package. For
Indian and Eskimo languages, the Center for Applied Linguistics is again probably the best
source of information, but the Summer Institute of L1ngulst1cs (See Appendlx W, Directory) is
also extremely helpful. This orgamzatlon has developed hteracy materials and textbooks in
numerous languages, even for very small groups of speakers, and 1ts szlzography5 4 should not
be overlooked by those concerned with local tohgues.

For languages of wider communication other than English, the most general source of
1nformat10n is the MLA (Modern Language Association) and its organizational “child,” the
young but vigorous ACTFL (American Council for the Teaching of Foreign Languages), locat-
ed at the same address (See Appendix W, Directory.) In 1962, the MLA issued an annotated
Selective List of Materials which included guidelines or criteria for judging numerous categories
of materials, whether printed, audiovisual, or combinations. This list was updated with Supple-
‘ments for various languages in 1964 (see Appendix W, Directory). Most of the items listed
were judged w1th respect to their suitability for E speakers learning X as a foreign language. A

~ few, however, were reviewed with an eye to their usefulness either to a native speaker of X -
attempting to further his general education through X, or to an E speaker in a more high-pow-
ered X course of the kind a full-blown bilingual program . might need. Also included with -
each of these lists is a directory of pubhshers some American and some foreign.

/
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In the case of Spanish, another ambitious effort has been undertaken, this time by
- Books for the People Fund, Inc., whose director, Mrs. Marietta Daniels Shepard, can be
contacted at the Pan American Union in Washington, D. C. Mrs. Shepard is guiding a staff of
- trained personnel in the collection of printed Spanish material on all subjects for use by
children of various ages, whether as regular school texts or for general reading. The materials
sent by publishers are reviewed for quality of content and for physical makeup. Only books
available in quantities of at least 100 copies are considered. Those’ judged suitable for use by
schools in this country except for binding are rebound sturdily. Translation from other lan-
guages are included if they meet the criteria otherwise. The items that have been aceepted as
recommendable are listed then in the bulletin of Proyecto Leer, whose editor is Martha Tomé.
At present this bulletin is issued free, at about quarterly intervals. It seems to the authors of
" this monograph that Proyecto Leer deserves broad support, both from schools s%archmg for
texts and library books and from those in position to give financial aid. The work thus far has-
- been done almost altogether on a volunteer basis. Proyecto Leer comes closer than any other
center, that we know about, to being a possible clearinghouse for the entire spectrum of
needed materials in prmt for Spanish. Sinee 90 percent of the programs funded by the BEA
this year are for this one language, a major push to expand such services seems to be in order.

Efforts are already under way to try to arrange for use in the United States of school-
books published by the Republic of Mexico, either with or without adaptation. Also being
~investigated is the possibility that the AID/ROCAP texts in Spanish may become available
here. These elementary-school texts in reading, language mathematlcs, science, and social
studies are being cooperatively produced by writing teams representmg the six Central Ameri-
can countries and were initially planned for use there. Their appropriateness for use in our own
‘bilingual schools, and their avaﬂabrhty, are; being explored. Again Mrs Shepard is perhaps the
best source of information. :

Worthy . of mention too are the French Cultural Services, which, like most foreign
governmental services, are ready to help locate _sourées of materials and other professional
information. | .

The’ 1mp0rtant point to remember is that there are organizations that may quite prop-
erly be called upon to assume the pnmary respons1b111ty for collectmg, reviewing, evaluating,
and publicizing materials. This work should be done by disinterested professional groups, with
whom reputable publishers have shown that they know how to cooperate fully. If schools find
themselves without information on the mattel of materials, the authors suggest that they not
delay in making their needs known to apprbprrate organizations—those we have mentioned and
any of the others that may be expected to:have the interests of particular groups of X children
at heart (see Appendix W Directory: Orgamzatlons)

} ] - |

An important questioh to decide i%’Whether adopted or adapted materials can be made
‘to fit the objective¥ of a program or w(rether their use will produce outcomes that will
seriously alter the obJectrves I1 our opinion the danger 1s not great provided one is aware of /
the problem One bﬂmgual program in Texas considered some Mexican matenals but found /
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them nationalistically oriented. They decided to refer the matter to the school board, which
very sensibly suggested, “Use them by all means. Whenever the Mexican flag is waved, just
wave the American flag, and go right on.”

Creating Materials

It is imperative to determine how long in the school life of the learner a
language can be raintained as a medium of instruction. The availability of

suitable reading matter is perhaps the most significant single measure which
could be used to help answer this important question. If we are going to start

~ with programs likely to succeed, it is more important to make use of what is
available than to invest heavily in the preparation of expensive low-circulation
materials which may never be used.>?

To this caveat the authors would like to add that “inexpensive” school texts, produced

by a single author, can turn out to be just as costly in the long run if individuals all across the
country are worklng smgle-handedly or naively. Good textbooks for language study prepared
by a sole ‘author have become almost an anomaly. People in this field have come to realize
‘/,r'lnore and more the variety of talents and skills involved, and the rarity of ﬁnding all the
' necessary wisdom and ability within one person In this respect Modern Spanish was a kind of
trail-blazer in 1959. 36 Textbook compames regional service centf,rs and regional educational
laboratories have all seen the value of applymg teams of spec1ahsts (including classroom teach-
ers) to production. An&One or any group, about to embark on a maiden voyage in materials-
- writing would probab],y find it instructive to consult with someone who has been involved
in such a team undertai(mg, before plans are too firmly made.

Creation or Redesigning of a Writing'System. But what if the X is an unwritten
language, or one whose writing system is not very good? All languages were originally unwrit-
ten (except constructed languages like Esperanto) and the fact that some remain so today is
- unrelated to their essence as living languages and to their crucial signlﬁcance to their native
speakers’ lives. Yet without written forms, these languages can have only a limited role in
present-day American schooling. Any language that is to survive long as a medium of instruc-
tion in American education must have or acquire a viable writing system and a considerable
‘body of writing on a variety-of subjects. o

~ Most of the major writingsystems known in the world today have been the products of
centuries of slow adaptation of symbol to sound (alphabets) or-idea (ideograms or picto-
graphs).57 That there is a relatively consistent relationship between these arbitrarily shaped
graphic symbols and human speech or thought is the first thing a beginner must learn about
reading.

Some writing systems=the so-called “‘phonetic” or phonemic ones—are thought to be

better than others for the purposes of learning how to read. Some systems have had a vast
network of machinery invented for their use in print, or are compatible with one of these
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networks. Others are not so favored. Cherokee, for example. We are told that there is only one
typewriter in existence that can mechanically produce the Cherokee symbols.58 Serious at-
tempts to produce instructional materials in appropriate quantities are naturally hindered by
such a situation. Yet whether this linguistically sound alphabet should be abandoned in favor
of another less precise one in the interest of ease of dissemination is nct a question that should
be decided by innocents. |

It hmy not be quite so obvious to pcint out, in connection with modern
spelling, that the objects of a good spelling system are two-fold. A speaker of
the language should be able to pronounce correctly an Y sequence of letters that
he may meet even if they were previously unknown, and secondarily, to be able
to spell any phonemic sequence, again even if previously unknown. Most mod-
ern systems, such as Spanish, French, or Hungarian fulfill the first aim fairly
well, and fail primarily in the second. The peculiar badness of the English
system lies in the fact that it fails about equally in both. How badly it fails was
once illustrated for me by the difficulty an Oriental student encountered in
transliterating his name into English. The sequence of English phonemes was
/cuw/. He could have chosen Chew, Choo, or Chue, but instead chose
Chough—about the worst spelling which is possible.5 9

The greatest single source of contemporary expertise in the field of invention of
writing systems is the Summer Institute of Linguistics. ‘A perusal of the Bibliography of the
Summer Institute of Linguistics 1935-1968 (compiled by Alan C. Waresﬂ, Santa Ana, California,
1968) suggests the nature and variety of the problems and also provides clues to some of the
individuals who might appropriately be called upon to work on a specific language under
cducational development. This is a task of considerable complexity and certainly not one for
amateurs.

Exclusively Oral Use of X. As we remarked above, no language can play an important
role in present-day American schooling if it does not have a written fcrm. The same can be said
of the language that can be written and read but is in fact dealt with only orally by the
community’s school. Qur educational system puts a tremendous premium on literacy, and it is
not accidental that learning to read and write are among the bed-rock objectives of the first
grade. If all this effort is devoted to literacy in E, the school is powerfully defining X, whether
intentionally or unconsciously, as useless for the real business of education. The effects.of this
judgment can range from the sobering to the devastating and positively pernicious, depending .
on the actual measure of “development” the child’s language has achieved on a world-wide
scale. For the Supai on the floor of the Grand Canyon, it probably represents the cold truth of
his tribe’s place in today’s world; but for the Spanish-speaking son of a migrant tomato-picker
or the daughter of a Franco-American potato farmer it is misrepresentation of the grossest
order. ) .

Yet the Supai are not to be forgotten. However few there are, each of those children is
one human life. How to square this basic fact with the press of other Americans who may be in
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less dire need but come in much greater numbers is a question with no easy solution. One hope

is that public funds and private sacrifice can combine to attack the problem from both ends. !
The Summer Institute of Linguistics, otherwise known as the Wycliffe Bible Translators, works

primarily with peoples too few in numbers to attract much public attention; yet these linguis-

tic analysts are among the best trained in the world. Their work is interdenominational, but

primarily religious and humanitarian in its motives. If one sees bilingual schooling as related to

the health of our nation, these workers deserve their country’s high regard. Public honor for

noble service is a form of reward that should not be permitted to go out of style, and

individual sacrifices will continue to be needed, even as we seek the public funds that will be

required to help integrate the lives of larger masses of X speakers among us.
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IV. Teachers and Teacher Aides

In this'section we propose to discuss the role of teachers and teacher aides in a
bilingual program under such hezdings as the special role of the i.acher aide, English-medium
teachers, teachers of English as a second language, X-medium teachers, the teacher’s role,
qualifications, inservice training, preservice training, recruitment and selection of teachers, and
the use of foreign teachers. Not included in this section are other specialized personnel, such as
librarians, guidance counselors, attendance officers, and nurses, important though they are.

The Special Role of Teacher Aides
| Following the passage of the Elementary and Secondary Education Act of 1965, which
authorized the use of teacher aides under Title I, they have been employed very commonly in
bilingual areas. Girls who have completed two or three years of college and whose education
has been mterrupted for financial reasons, and housewives. who can arrange their domestic
chores in'such a way as to be free dunng the sch001 day, are frequently used as aides.

‘There are no academic qualifications required. More important than these are personal
qualities and satisfacticn with this kind of work. A cheerful disposition, a gentle. touch,
willingness to follow instructions, fondness for children, these are some of characteristics
looked for in teacher aides. : N

It is the teacher who decides exactly how the aide shall be used and the possibilities
vary all the way from doing chores to overseeing seat work or even conducting group reading.
The hope is that some aides will find this work 50 gratlfymg that they will make the effort,
necessary to continue schoohng and ultimately get their degree end teaching certificate andh’
help swell the ranks of teachers.

Study and research are needed to determine best ways to use teacher aides. Originally
, used to relieve the classroom teacher of such chores as taking attendance, collecting milk"
money, helping children with their snowsuits, supervising play, and gathering supplies, they
have come to play a special role in the bilingual setting, by bringing to ‘the classroom another
language. If the teacher is a monolingual Enghsh speaker, an X-speaking aide serves as a link
between X-speaking children and the E-speaklng school environment. An E-speaking aide can
likewise supplement the teaching of an X-speaking teacher. In either case the aide is a link
between the school and the community.

English-Medium Teachers v

Unilingual speakers of English are by no means unneeded in a b111ngual program, but -
about their qualifications to teach in English to native English speakers, which have been set
by a long tradition, we shall have nothing special to say except that they should have a -

sympathetic understandmg of bilingual schoohng

Eng‘lish—speaking teachers assigned to teach any subject to children whose first language
is not English do require special training, for English as a second language (ESL) poses special




problems. Teachers’ failure to realize that for X-speaking children English is not a native
language has placed these children at a great disadvantage. The pioneering efforts of such men
as C. C. Fries date back some twenty-five years, but only in the last decade has an understand-
ing of ESL begun to penetrate the ranks of teachers. There are several organizations that can
help the teacher of children who use English as a second language, such as the National Council
of Teachers of English; the Center for Applied Linguistics; and since 1966, an organization
called TESOL (Teachers of English to Sperkers of Other Languages), which publishes the
TESQLI._QUARTERLY. There are also several universities which specialize in preparing ESL
teachers, e.g., the University of Michigan, UCLA, Georgetown University, and the University
of Texas. The Education Professions Development Act (EPDA) sponsors institutes for teachers
of ESL, among others. |

. X-Medium Teachers . '
When X is -a language of wider communication, e.g., Arabic, French, Chinese, German, .
Italian, J apanese, Portuguese, Russian, and Spanish, it coincides with what schools or ]
~ universities have long taught as forezgn languages. Teacher-preparing institutions have tradition-
ally trained teachers of at least-some of these languages, but they have not focused on their

. teaching as non-foreign languages, as is required in bilingual programs.

When X is a local language, e.g., Navajo, Hopi, Cherokee, Basque, Eskimo, and Samoan, “
we are even less well equipped to prepare the needed teachers. As happened in World War 11,
when we were caught short of linguistically competent personnel, ‘our present sudden need of
qualified teachers for bilingual programs finds us woefully unprepared. |

Teachers for Indicn and Eskimo Children
Whether the schools for these children are operated by the BIA;, by a state, or by a
local school district, they face ‘the most. difficult task of all in providing reélly adequate
- instruction. %0 History has been against these children so that they are generally forgotten and
in many, many cases miserably deprived. At none of the levels where their education is
provided for is there remotely enough money to do.what is needed, and what is needed will be
much more expensivé than an ordinary or even good school program for most other children.
Apart from the problem of instructional materials, which in the main have still to be produced,
the supply of traihed teachers coming from these ethnic and linguistic groups themselves is
virtually” nil. Indian education is under severe scrutiny already, and sweeping changes are in
. order. Some of them are already begun especially by the BIA. in cooperation with the Center
for Applied Linguistics. 61 It is imperative that in our zeal to see wrorigs righted at once we not
trample these tender sprouts of a new planting. American know-how has not yet invented
instant harvest. ‘ ‘

The Role of the Teacher in the Bilingual Program
One Teacher, Two Languages. What are the advantages of using one teacher to teach in
two languages, as compared with those of using two or more teachers, each of whom uses one L ‘ ;

“language? We shall assume for purposes of this discussion of the teacher’s role that it makes no | 1
. essential difference whether the X language is local or one of wider communication. o o
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The ideal of the self-contained classroom, though not held so exclusively today as it
was a few years ago, still appeals to-many. The mother-substitute role of the teacher, which is a

part of this concept, is especially applicable to the nursery, kindergarten, and primary grades
where the child still feels dependent on the teacher.

The use of a single bilingual teacher, rather than two or more, will appear as a great
advanitage to those who regard the self-contained classroom as desirable. In such a situation
one teacher has exclusive responsibility for the children, can get to know each one intimately,
and can plan the program in a unified and coherent fashion. Even when an aide is present, the

latter plays only a subordinate and self-effacing role and is entirely subject to the directives of
the teacher.

In such a situation the bilingual teacher ‘enjoys a degree of freedom in deciding the

relative use of the two languages and in implementing d1rect1ves received from the principal
and the bilingual coordinator.

Two or More Teachers, Each Using One Language. Perhaps the most obvious advantage
of this “team” arrangement is that it makes possible the use of a native, unaccented speaker of
English to teach in English and of a native, unaccented speaker of X to teach in X. In addition
each teacher can presumably represent and interpret one culture better than two. Teachers
serve as models to chﬂdren -who learn more by imitation and analogy than by prescription.
This is particularly applicable to the learning of pronunication and of cultural values. Authen-
ticity—in speech and in cultural representatlon_—ls of prime importance.

Team teaching recommends 1tself also because often “two heads are better than one.’
In planning complex daily programs two or more teachers who collaborate harmoniously can
tap greater resources than one and should find stimulation in such collaboration. Teachers with -

- different cultural and educational backgrounds can learn a great deal from one another, which
they can then pass on to the chﬂdren

The phrase “two or more” requires a word of explanation. In addition to the common
pattern, in which one teacher does all of the teaching in English and another teacher does all of
the teaching in X, though not necessarily in the same subjects, it is possible to add to the team
other specialists in certain curricular subJects such as art, mus1c, health, and physical educa-

tion, who can teach in either language and help with the planmng We suggest that the school
librarian would also make an invaluable addition to such an mstructlonal team.

One Teacher or Two? The single bilingual teacher pattern is perhaps easier and safer. It
is clearly easier to translate ideas from one head into a unified and coherent lesson plan than to
take the time necessary to reconcﬂe varied points of view and to convert them into a mutually

. satisfactory plan of action. It is’safer because dangers lurk in team teaching in the form of
possible clashes of views and of personality.

Despite the advantages of the single bilingual teacher and the hazards of the teachmg
team, we see three s1gn1f1cant advantages in the latter. (1) It g1ves greater assurance that the
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children will learn an authentic native accent in both languages and will acquire a more

authentic understanding of both cultures. (2) It holds the promise of a more interesting and

- varied program of learning activities. (3) It is in its very format an example of cross-cultural

education.

Qualifications

There is, so far as we know, no official definition of the qualifications of an X-medium
teacher when X is the home language of the school children. Fortunately, ‘however, the
Statement of Qualifications of Teachers of Foreign Languages, 62 prepared by a group of

modern foreign language teachers under the sponsorship of the Modern Language Association

of America, are largely applicable. Teacher qualifications in several areas—listening comprehen-
sion, speaking, readihg, writing, applied linguistics, culture and civilization, and professional
preparatioh are defined in pr’ecise terms, which can be measured by the Modern Language
Association Foreign Language Proficiency Tests. The first four tests would be used no matter

~what subject is to be taught through X, and the last three have particular significance for

teachers of X as a second language

} In addition, we have two valuable unofficial statements of qualifications of teachers for
programs of bilingual education, of which-we quote one. 63 e ‘ i

The teacher should be a literate native speaker of the standard dialect

~ and if possible of the student’s variantof the language. For work at the high
school level and above, the teacher should have learned through the medium of
the second language the subject matter to be taught. This is essential because of
the imposszbility of improvising or translating extemporaneously the special
terminology and phraseology: that are lnseparable from each academic disci-

- pline and professional field. The teacher’s competence could be determined and
his certification based on the results of proficiency tests such as those prepared
by the ModernLanguage Association for the five common languages and distrii)-
uted by the Educational Testing Service. For languages lacking such standar-

dized tests, certification could be based on the report of a Siate examining
committee. :

Expe’rience with Franco-Americans has shown that while the ideal
mother tongue teacher is a member of the same ethnic group as his students,
his effectiveness depends as much upon his Americanness and modernity as

~upon his pedagogy and linguistic competence. Students do not sympathize
readily with a teacher who is foreign to American language and culture and too
prone to praise “0ld Country” values and customs.

The mother tongue teacher must, above all, know how to cope with
dialectal variations, without disparagement of the student’s idiolect and free of

the misconception that the parents’ speech is a serious impediment to learning.
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All 1eachers of young children should be thoioughly Jamiliar with the process
of child growth and development.ﬁ
|

Despite the great concentrations of X speakers in the United States, which would seem
to constitute a large reservoir of bilingual teachers, the truth is that most of these X speakers
are undereducated in their language and almost entirely untrained for this specializéd task.
Even those among them who are already teachers have usually received their education and
their teacher training in English, not in X, Suddenly called on to teach bilingua}ly, they often

feel unequal to the task. '

Take the case of native speakers of Spanish in the Southwest and consider their
preparation to teach bilingually. Typically, they spent their first six yearsin a Spanish-speaking
home and neighborhood; and when they entered school, they were required to neglect their
domihant language, Spanish, and to try to learn through their weaker language, English,64
Deprived in the elementary grades of the opportunity to become literate in their native
language, Spanish' speakers are permitted in high school to elect an elementary course in
Spanish. By this time they have lost interest and are resigned to the tag of “underachievers’’
- Which the school assigns them. If they bring -themselves to take a high-school course in
Spanish, they find the course designed for‘Englis'h speakers. Like them, the Spanish speaker
~needs to learn how to read and write, but unlike them he already has an audiolingual control
- of the language. The learning problems of English Speakers and Spanish speakers are radically
different, and yet they are put together in one class and treated alike. The result for the
Spanish speaker, once again, is frustration. In college the speaker of Spanish encounters the
same mass-production pfocedures. When, exceptionally, he is offered special sections planned
to meet his particular needs, it is already too late. He feels hopeless or fears the amount of
work that would be re'quired of him if he is to make up for twelve years of miseducation.

- Bruce Gaarder points out the adverse effect that this unfortunate language policy has

had on the Spanish’rspeaker: “If he has not achieved reasonable literacy in his mother tongue—
ability to read, write, and speak it accurately—it will be virtually useless to him for any
technical or professional work where language matters. Thus, his unique potential career
advantage, his bilingualism, will have been destroyed.”65 ) '

_ From this lugubrious sketch of the education of the Spanish speakers of the Southwest
we conclude that, though there is potentially an ample supply of bilingual teachers, the actual

" supply is severely limited. Recent arrivals from Cuba and Puerto Rico in Florida and the New

York area represent very different educational backgrounds and can more readily be oalled
into service. ’

| Immediately available, even in the Southwest, is a small number of potential teachers”
" from the following sources: A few have learned to read and write in their homes because their

parents required them to, out of respect for the ancestral language and culture. A few others
have taught themselves to read and write, often before school age, and have continued to read.
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- And still others have resolved later in their sc Oﬁ)ling to make up for lost time. Individuals and

families who have thus compensated for the deficiencies of schools and colleges naturally
r deserve the highest praise, but these exceptional initiatives cannot even come close to supply-
ing our total need of bilingual teachers. ‘

The insufficient education in Spanish of many Southwestern Spanish-surname teachers
leaves them with deficiencies that they are well aware of. In fact they sometimes exaggerate
' their shortcomings. Let us examine what steps could be taken to convert these potential

bilingual teachers into fully qualified ones. :

What Can They Do to Upgrade Their Spanish? The first necessity is for them to
understand the state of their Spanish—both its strong and weak points. To acquire such an
understanding, it may be necessary to do some basic reading on the nature of language and on
the process of language learnmg,66 possibly to request a phonetic and syntactic analysis by a
linguist, and to measure one’s proﬁmency by taking all or part of the MLA FL Proflclency
Tests for Teachers and Advanced Students.

Many a Spanish speaker, conscious of his lack of acaderpic study in the language,
underestimates the great advantage he has over those who have academic knowledge alone. For
example, the native speaker of Spanish, though he may never have had any formal schooling in
it, has complete control of ‘the sound system and-of the structure of the language, as it is used
in his locale. He can communicate with ease and fluency with other Spanish speakers in his :
community. In fact, he can understand and be understood by Spanish speakers from any part BN
of the Hispanic world. Dialectal differences. in lex1con in structure, in pronunciation very
rarely constitue a serious obstacle to communication. '

“

At the same time many Spanish speakers do have some shortcomings. The most com-
mon are: lack of skill in reading and writing, lack of vocabulary beyond immediate needs, lack
of control of some levels of exprenssion, lack of formal knowledge of grammar, and inexperi
y' ence with dialects of other regions. ' ‘ |

Some of these defects can gradually be ehmmated by the 1nd1v1dual himself if he has
enough desire and will to work. For example, one can teach oneself how to read—or how to
‘read better—by simply reserving a certam amount of time for reading every day. By keeping a
dictionary at hand as one reads, one can gradually increase one’s vocabulary. It is also perfect-
ly possible to “lgarn grammar by studying a grammar book. Writing, stylistic levels, and
dialectal variation are harder to learn by oneself though even here it is possible to learn much
by observing various speakers and studying various styles encountered in one’s reading. Certain
aspects of writing, for example, can be self taught. Spellihg, including the use of written
accents, can readily be learned from any good grammar or dlctlonary once its importance as an |
mdlcator of literacy has been acknowledged T
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Inservice Training. Most school systems are willing to organize inservice workshops to
assist teachers in improving their quahﬁcatlons Nelghborlng colleges and universities can help

by offering courses in response to specific needs. And the Education Professmns Development :

Act (EPDA) provides for summer and year-long institutes for the same purpose. Yet teacher-
preparing institutions have done relatively little so far to train speakers of X languages to teach
in their first language In the summer of 1961 Gérard Brault directed at Bowdoin College the
first institute for native speakers of French. 67 In 1962 George Ayer of the University of Texas
at Austin directed an rnstltute for native speakers of Spanish, and in the summer. of 1968 one
of the present writers, Theodore Andersson directed—also in Austin—an institute for native
Spanish-speaking elementaryrschool teachers planning to teach in bilingual programs. Several

bilingual institutes are being held as this monograph goes to press, and their number will surely

increase each year, with growmg attention. to curricular areas other than language arts.

Preservice Training. Teacher-preparing institutions are traditionally responsible for the
education of teachers of non-English languages for all levels, but they have not been able to fill
today’s needs, either in quantity or in quality. Can bilingual education, which renews hopes

once -again }"or effective language and cultural education, succeed where previous ventures have
fa11ed‘7 " .

Colleges and universities provide only faint prospects of success. Despite the statement
of Teacher Qualifications, the availability of Tests for Teachers and Advanced Students, and

the elaboration of Guidelines -for the Preparation of Teachers, 68 there has been only slight '

improvement in the number and quality of language teachers produced in our country. Only a
few universities have tried to 1mplement the Guidelines, and fewer still have addressed them-

selves to the task. of how to supply enough competent teachers for the bilingual programs
which are growing by geometrical progress1on

The few that are making resolute efforts to help meet the need deserve much credit.
We have already mentioned examples of un1vers1t1es that specialize in the training of ESL

teachers; many of the teachers so trained, however, are fore1gners preparing to return to their -
respective countries to teach English. Another pralseworthy enterprise is that called Teacher
~ Excellence for Economically Deprived and Culturally D1fferent1ated Americans, d1rected by d

" Dr. Guy C. Pryor of Our Lady of the Lake College, San Antonio, Texas. This is a teacher -

training program especially designed for prospective brlrngual teachers who, without the help
provided by this program, would not be able togo to college. ‘A similar program under the

direction of Dr. Dorothy Hurst Mills is in operation in Chapman College, Qrange, California. ' |

By way of further examples the University of Alaska is deeply concerned with the Eskimos,
Alaskan Indlans and Aleuts; Northern Arizona University at Flagstaff is developrng teaching
materials for Hop1 and Navajo; the Un1vers1ty of Hawaii is a natural center for Japanese,

Chinese, Korean Philippine, Malaysran, and Samoan studies,” among others
r
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Tiansforming. Potential into Supply. We have in New York, Chicago, Miami, and the
Southwest vast numbers of authentic speakers of Spanish, many of whom could if interested
become teachers. It would take a resolute effort on their part, for m'a‘ny have not had the kind
of education that would immediately enable them to enter the teaching ranks. Buf they
already have some qualifications which most present teachers of Spanish can neverla'cquire.
‘Their speéch is authentic, and in many ways they also think, feel, and act like Hispanics; that '
is, they can represent Hispanic culture authent1cally What they don’t know they can learn
with pat1ence interest, and hard work. '

| “What is the place in foreign language teaching for a person who would teach his

mother tongue?” inquire Bruce Gaarder and his Committee. ““Opinion has it that such persons
are often weak in methodology, often fail to understand the young American learner. Too,
there is a current illusion that the N-EMT [non-English mother tongue] speaker’s deviations
from the ‘standard’ dialect are more grievous and less acceptable in the classroom than the
‘pure’ (untainted by ethnicity and social class distinctions) rash of errors which mark the
tongue and pen of many teachers to whom the foreign language is still foreign. The authors of
this report believe that the potentials of the native speaker and of the non-native speaker are
equally high as language teachers and that facilities are now available to make them equally
competent.”

Given this situation, one wonders why teacher-preparing institutions do not organize
, spec1al programs that would attract more of these promising young people into preparing
- themselves as fully qualified bilingual teachers. 70 Use of the MLA Foreign Language Profi-
ciency Tests would help teacher trainers to determine quickly in what areas candidates need
further training. By exempting them from further work in areas in which they can demonstrate
adequate knowledge and skill, and by guiding them in areas where help is needed, teacher

tra1ners could turn out competent teachers in a minimum of time. ’ !

Some state departments of education have been sensitive to the need of developing
effective procedures for certifying teachers on the basis of tested proficiency in lieu of course
credits. New York State was thé first, in May 1963, to use the MLA Teacher Proficiency Tests
for this purpose. Other states using a similar procedure are Pennsylvania, West Virginia, Dela-
ware New Hampshire, Connecticut, and California. 72

Reécruitment and Selection of Bilingual Teachers. From the present sparse but hopefully
increasing supply the superintendent of schools, the director of personnel, the coordinator of
the bilingual program, and the school principal must make their selection of teachers. They are
presumably all experienced in judging character, personality, and academic credentials. But
unless they are’native speakers of X or have themselves received a sound education in X, they
have an inadequate basis.for judging a candidate’s qualifications in X. Under these circum-
stances they would be well advised to require that prospective teachers submit scores on the |
- MLA FL Proficiency Test for Teachers and Advanced Students. Such scores provide a profile,
revealing in which areas a candidate is strong or weak. In the case of weaknesses the superin-
tendents may wish to prescribe remedial work and a re-examination at the end of a year.
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, The wide use of these tests would also enable school districts to identify for preparing
institutions weaknesses in their teacher preparation program, thus laying the groundwork for a
standardization and improvement of preservice training.

// The Use of Foreign Teachers. Some years will be required to increase the educational
opportunities for the many speakers of Spanish, French, Portuguese, Chinese, and Japanese
who may wish in the future to qualify for a ?"céaching position in a bilingual program. How to
staff these programs in the meantime is a problem. One tempting solution is to use teachers
that we might recruit in Spain, Spanish America, Cuba, Puerto Rico, the Philippines, France,
French Canada, Portugal, Brazil, Taiwan, and Japan, who would be relatively well educated,
trained to teach, and highly motivated. The availability of the MLA Teacher Proficiency Tests
can greatly facilitate such an arrangement. But using these new recruits would be a delicate
matter. The whole summer preceding the beginning of teaching should be used for orientation
of the foreign teachers and as an opportunity for native and foreign teachers to get acquainted
and to plan together. In addition, preparations should be made with great care to prevent the
cultural shock which would be only natural as foreign teachers are transplanted into an
entirely new setting. Once there are signs of cultural shock, it is too late to remedy the
situation. For this reason someone must be designated in advance—from the staff or, better,
from the community—to take measures to prevent a feeling of disorientation. The very chal-
lenge of making a foreign teacher feel at home and of learning another point of view is a valu-
able part of intercultural education.
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V. Evaluation

We suggest that a program of evaluation should include teacher quahflcatlons child-
ren’s learning, and the total effectiveness of the bilingual program.

Teacher Qualifications. We assume that present procedures for appraising the English-
speaking teacher’s qualifications to teach English-speaking children are adequate. The English-
speaking teacher who teaches ESL or other subjects to X-speaking children needs to have
special knowledge and skills, as yet undefined, for which special tests do not yet exist. It is to
be hoped that the National Council of Teachers of English, Teachers of English to Speakers of
Other Languages (TESOL), the Center for Applied Linguistics, or some other organization will,
following the example of the Modern Language Association, undertake to prepare a statement
of qualifications and the development of suitable evaluation instruments.

For teachers who will teach in the X language, we have already stated that tests exist in
five languages (French, German, Italian, Russian, Spanish) for measuring listening comprehen-
sion, writing, applied linguistics, culture and civilization, and professional preparation. 73 Be-
fore beginning his teachihg, such a teacher should as a matter of course take the Modern
Language Association Foreign Language Proficiency Tests for Teachers and Advanced Students
and make his scores a part of his credentials. Periodically, and on a voluntary basis, as he
improves his knowledge and skill in this area, he may wish to retake the tests and update his
scores.

As a quality control every iive years or so a school board may wish to require its ESL
and X-language teachers to take new tests and record their scores.

‘Children’s Learning. At the beginning of each school year diagnostic tests should be
used to determine the relative strength of the children’s two languages. Classroom teachers can
do this informally, but in most cases normed tests are preferable.74 In this way it will be
possible to record the factor of language balance each year.

The regulér annual testing (in English), whichis a traditional school procedure, should
of course be continued. Any new tests which are introduced to complement the regular tests
should avoid overlapping, so that total testing time is not excessive.- |

Beginning toward the end of the first year of a bilingual program, tests in the X
language, parallel to the standard achievement tests in English, should be administered and the
scores recorded and analyzed. Such tests will need to be developed and carefully adapted to
the language usage of the particular area. ' |

The Commonwealth of Puerto Rico has contracted with the Educational Testing Ser-
vice for the development of tests in Spanish. Reading tests in Spanish have already-béen
- produced on four levels to cover grades K through 12.  The plan is now to develop tests in
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Spanish in the various other subjects of the curriculum.

It is perhaps worth pointing out a natural difficulty here. A teacher who teaches, say,
social studies in X may be tempted to deviate quite far from the English course of study—per-
haps justifiably so—and may therefore wish to test the children’s achievement in a way to
parallel his teaching closely. The results may or may not correlate with those on a version of
the standardized achievement tests translated into X.. Although traditional tests should not be

allowed to throttle innovation, neither should they be abandoned thoughtlessly, for results on
these tests necessarily serve as a baseline for demonstrating whether children’s achievement

- improves after a bilingual program is introduced. The most incontrovertible way of answering,

severe critics is often a superior set of scores on tests not designed specifically for the new
program on trial.

In-course testing should naturally be done bilingually wherever appropriate, that iS,

wherever the teaching is done bilingually.

Thé testing discussed up to this point has to do primarily with children’s cognitive
learning. Perhaps even more important would be evaluation in the affective area since success-
ful cognitive learning depends largely on children’s motivation and attitude. The presence of
two ethnic groups makes it particularly important to observe and appraise the children’s-

‘cross-cultural behavior. As soon as satisfactory instruments are developed,75 this kind of

appraisal should be made annually as a regular part of the total evaluation. In -judging child-
ren’s attitudes and motivation it is essential to keep careful records of attendance and partici-
pation in various activities. '

The Total Effectiveness of the Bilingual Program. At the end of each year of a bilingual
program, at each grade level, and in all subjects taught in the X language or hilingually, the
children’s achievement should be compared with the corresponding achievement before the
inception of the bilingual program.76

The classroom teacher is in the best position to judge‘certain aspects of the program.
He should therefore be asked at the end of each year, after using whatever measures he finds
suitable, to report in writing his evaluation of the children’s progress and of the program design
and materials.. h

'Still another valuable piece:of evidence is the annual report of the school principal. He
is often in a position to evaluate the children’s achievement and behavior as compared with

former years, and to appraise the morale and effectiveness of the teachers, as well as to judge

the overall design of the bilingual program.

Another important means of evaluating total effectiveness is the educational audit
suggested by the staff of the U.S. Office of Education. According to their proposal, an
impartial evaluator or team of evaluators would visit the program and consider such factors as
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planning and administration; community support; performance of the school board, school
administration, teachers, parents, and children; testing and teachers’ and principals’ evaluation;
‘and a comparison of the program’s outcomes with the stated objectives. The written report of
such evaluators would be a token of accountability to the public. |

The kinds of evaluation we have suggested involve a great deal of extra work. Who is to
do this extra work? Clearly some special provision must be made, for staff members who are
already working full time cannot be expected to undertake this additional chore. The normal
solution would be the appointment of a testing coordinator who, with one or more assistants
as needed, would take responsibility for planning and conducting the evaluation program, for
recording and analyzing the results, and for communicating significant outcomes to the super-
intendent, the school board, and the information officer.

Since tests are in some cases not available or not entirely satisfactory, the school
authorities may wish to contract for the services of universities, education service centers,
regional educational laboratories, or national testing organizations for the development of
needed instruments.
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NOTES

1Mackey’s Typology is printed in full in Appendix E. It will be referred to further in
our section on Time. :

2An example is given below, in the discusSion on mathematics.

3See section 4.1.1 of his T ypology.

4There may be some children who do not speak at all, in any language. We urge that
the term alingual be reserved for this specific abnormality, and that it not be applied to
children who simply do not talk in a teacher’s presence, or to those whose grammar and

vocabulary do not meet someone’s preconceived “standard.”

SA term used by Charles A. Ferguson in Study of the Role of Second Languages in
Asza Africa, and Latm America, Frank A. Rice, ed.

6These local languages of America all sometimes go under the general name of Amerin-

dian tongues, but genetically the differences among them are in some cases as vast as the
differences among, for example, Indo-European languages.

7We are indebted to Ross J. Waddell for this rerhinder.

8See for example Charlev Ferguson, “Variant Approaches to the Acquisition of Liter-
acy” (1968). , o ®

IThere are striking cases in which this order is not followed and yet there is no
apparent disadvantage to the children. In St. Lambert Elementary School outside Montreal,
~ E-speaking children are taught to read first in French. In the Hamilton School in Mexico City,
the children are taught to read English before their native Spanish. In that same city Spanish-
speaking Jewish children in the J. L. Peretz School read in both Yiddish and Hebrew before
they do in their dominant language, Spanish. All these cases are atypical, however—or at least
‘not representative of the kind of children for whom the BEA was written—for they are all
middle-class or above, none are limited in their ability to speak the national language, and all
are very highly motivated by some special factors (religion, economic, or cultural). Further,
there is no certainty that the children in the schools mentioned would not have learned
literacy even faster if they had been taught in their strongest-language first.

14

10See section 4.2 on “The Status of the Languages” .in‘Mackey’s Tvpology, Appendix E.

2
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Hwe have read with profit the informative unpublished paper by Willard Walker en-
- titled “An Experiment in Programmed Cross-Cultural Education: The Import of the Cherokee
Primer for the Cherokee Community and for the Behavioral Sciences” (March 1965, 12 pages
mimeographed). Walker says (p. 3), in connection with literacy in Cherokee, that “by the
1880°s the Western Cherokee had a higher English [emphasis added] literacy level than the
white populations of either Texas or Arkansas.” It would be interesting to know whether these
Cherokees who outstripped the whites in reading English had previously learned to read through
the less bizarre spelling system of their native Cherokee, where one symbol stands cons1stently
for one syllable.
| 12These ideas are based on a communication from Sarah Gudschinsky.

13There is abundant literature on early language learning, e.g., Francois Gouin, L art
d’enseigner et d’étudier les langues (1880); Charles E. Osgood, Method and Theory of Experi-
mental Psychology (1953), Chapter 16, “lLanguage Behavior;” Wilder G. Penfield and Lamar
. Roberts, Speech and Brain Mechanisms (1959); Ruth Hirsch Weir, Language in the Crib
(1962); Ursula Bellugi and Roger W. Brown, The Acquisition of Language (19€4); Eric H.
Lenneberg, Biological Foundations of Language (1967). '

141he following are a sampling of the extensive bibliography on this subject: Jules
Ronjat, Le développement du langage observé chez un enfant bilingue (1913); Werner F.
Leopold, Speech Development of a Bilingual Child (1939-1949); Désiré Tits, Le mécanisme
dune langue se substituant d la langue maternelle chez un enfant espangol dgé de six ans (1948);

Modern Language Association of America, “Childhood and Second Language I.earning (1956);"'
Theodore Andersson, “The Optimum Age for Beginning the Study of Modern Languages”
(1960), H H. Stern, ed., Languages and the Young School Child (1969).

15The questlon is explored by '\Ioam Chomsky, among others, in “Language and the
Mmd” ( 1968)

16See also Gaarder’s remarks on second language learning under Methods and Materials-..
(Methodology in Early Stages), p. 106 ‘

lY7Sa1isbury, “Cross-Cultural Communication and Dramatic Ritual” (1967), pp. 82-83.

18See for example, Sirarpi Ohannessian, ed:, et al, Reference Lists of Materials for
- English as a Second Language, 1964-1966. Sirarpi Ohannessian is Director of the CAL English
for Speakers of Other Languages Program. -

19The American Council on the Teaching of Foreign Languages (ACTFL) is a good
general source of information on the existence and addresses of vamous groups of language
teachers See our Directory for ACTFL’s address
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201 etter by Gaarder dated February 25, 2969, in his capacity as member of the
Executive Council of the American Association of Teachers of Spanish and Portuguese. See
also his cogent chapter entitled “Bilingualism” in Walsh (1969). '

21In Martin Mayer, Where, 'Wh'eﬁ and Why: Social Studies in American Schools; New
York, Harper & Row, 1963.

22From notes on an oral presentation by Dr. Dell Felder, Social Studies Program
Director, Southwest Educational Development Laboratory.

 yyst how compliex bicultural education can be is suggested by Wayne H. Holtzman,

“Cross-Cultural Studies in Psychology”.(1968) and Holtzman, Dfaz-Guerrero, Swartz, and Lara o

Tapia, “‘Cross-Cultural Longitudinal Research on Child Develbpment” (1968). Complicating

factors in such cross-cultural studies as the one here described—comparing 300 Mexican child-
“ren between six and thirteen years of age with a like distribution of American children—are
national differences, language differences, and subcultural differences, not to mention the
complexity of individual behavioral differences. Despite the difficulties, the authors emphasize
the importance of such re‘_sgef‘;ar'ch if we are to overcome ethnocentrism.

4]

o .‘24Dell Felder. See note 17.

25This two-volume work entitled International Stvdy of Achievement in Mathematics

"~ (New York: John Wiley & Sons, Inc., 1967) was edited by Torsten Husen. But its findings have

been questioned by at least one reviewer. S. S. Willoughby, (“Who Won the International

Contest?) in Arithmetic Teacher, Vol. 15, pp. 623-629, November 1968, explains why he feels

the study showed neither superiority on the part of the Japanese nor inferiority on the part of

~any other group. His review also points up some of the difficulties involved in cross-national
research. oy ‘

‘;%6Lesse'r, et al. (1965).
27Giles, ‘.‘Math maticsﬁ inh Bilingua]lism—-a Pragma.tic Approach” (1969).
281hid., p. 22. |

291bid.

30pbid., p. 26. -

31 Trevifio (1968).

321h the quote from Lee Salisbury under Language Arts, E for‘Dor'ninant-X Children.
See note 17. | ' ' '
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33 Asher (1965).
345ee Appendix E.

354 comparison with Professor Mackey’s original drawing in his section 2.6 will make
plain our adjustments. In an effort to be specific ‘we have changed his A(cculturation) and
I(rredentism) to E(nglish) and X (any other language spoken natively in the Unites States).
Hoping to make this drawing quickly understandable to the reader who has not read Mackey in
full, we have also added a few words to the various labels, and we have replaced his C(ompléte)
by A(brupt) to indicate non-gradual change. Further, his definition of the DDM category (his
section 2.6.7) is reinterpreted by us. See the note that follows.

361, distinguishing between “Different” and “Equal,”” Mackey does not speak of allot-
ment of time for each language, as we have, but rather of subjects treated in each one. We have
preempted his Different-Equal tc refer to time only, in order to make room for the question of
complementary or overlapping assignmeht of subjects at the next level below.

3 7‘Reproduced from Gaarder, “‘Organization of the Bilingual School,” (1967):

MINUTES IN THE SCHOOL DAY

[A]
o Y] ® Y 8 ] ]
(] (] (@] Q (@] o o (]
L i { 1 | 1 N |
VERNACULAR sL| MIXED .,.§
140 Min. 15| 55 Min.|px
n=
VERNACULAR S.L. MIXED L8
205 Min. - 50 Min. | 75 Min. Nz GRADE
s ONE
VERNACULAR S. L. MIXED 33
165 Min. : 90 Min. 75 Min. N
. ‘ o=
VERNACULAR SECOND LANGUAGE MIXED [oia
165 Min. , 150 Min. 75 Min. _|&%
n - (7]
VERNACUILAR SECOND LANG. MIXED GRADE
155 Min. . : 120 Min. 115 Min. - TWO
VERNACULAR SECOND LANGUAGE MIXED GRADE
1180 Min. 125 Min. 85 Min. THREE
- ¥ - oy
VERNACULAR SECOND LANG . MIXED GRADE
120 Min. 90 Min. 180 Min. FOUR
VERNACULAR SECOND LANG. MIXED ER/AEDE
120 Min.’ 90 Min. 180 Min.
MIXED — GRADE
PROJECTED FOR 1966-1967 _ SIX

TIME DISTRIBUTION PATTERN——C_oral Way Elementary School

VERNACULAR and SECOND LANGUAGE (S. L.) mean the use of these
as mediums of instruction. MIXED in grades 1-3 means physical education, art
and music only. in grades 4-6 MIXED also means combined classes of Anglos and
Cubans alternating 3 weeks of each grading period working through English only,
and 3 weeks working through Spanish only, in all subjects.
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. . 381 a Fontaine and Pagan (1969).

39Mackey and Noonan (1952) describe how Polish refugee children were absorbed into
the British schools after World War II. An experiment was made to find the quickest and best

way of preparing the Polish speakers to continue their schooling in the new medium of
English. S

| 4OExcept in areas-where bidialectalism in E seriously hampers communication ot other- .
wise sets up hindrances to learning in school. This is a field that is increasingly attracting atten-
tion. A four-day conference on Social Dialectology and Its Pedagogical Implications is planned
for November 1969, under sponsorship of the Center for Applied Linguistics. “/An orientation

in the study of the stratification of*languages toward social, rather than regienal, diff'efences
represents a new trend in linguistics....Roger W. Shuy will be chairman.” (The Linguistic Re-

porter, Vol. 11, no. 1, February 1969, pp. 5-6.) Shuy is general editor of the :Urban Language
Series, published by the Center for Applied Linguistics, containing so far five' volumes (1966~ b
69). See also William A. Stewart, Non-Standard Speech and the Teaching of English, Language
Information Series no. 2; Washington: Center for Applied Linguistics] 1964. ‘

4ISee Lambert and Macnamara (1969, in press); and Lambert, Just, and Segalowitz |
(1969). |

42“Splitting” and “allotting” as used here refer to whether a subject is to be taught in
two languages or in one, as in our section on Content. .

43We feel impelled to urge that the operatiqn should be behind the scenes. A thing
that has appalled us, on visits to numerous classrooms, is the frequency with which teachers
have spoken to us, as visitors, about the children—in the hearing of the children—in ways that
were "d'erogatory or that could cause some children to feel shame, about their background,
their parents, their “disadvantage.”” We think the things children are apt to remember longest
about an adult’s attitude are those that he reveals when not talking' directly to the children.

44This pattern is shown in Figure 14 of the section on Time. Some of its advantages
- are discussed there. ’

e

45gce Gaarder et al. (1965), pp. 79-81. | .-§

46Fishman (1965), Language Loyalty....

47Sarah Gudschinsky’s reminder of these opportunities is gratefully acknowledged.

48por illustrations of such cultural differences between home and school see Center
. for Applied Linguistics (1969). ' R ‘
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49Zintz (1969), p. 3.

S0pid,

3 1Ffom a pe;sonal communication from Sarah Gudschinsky.

52From a personal communication to the authors. See also his “Beyond Grammar and
Beyond Drills” (1967). ; '

33Gaatder et al. (1965), pp. 58-59.
S4Wares (1968).
‘_55From a personal communication from William F. Mackey..

- 36This college beginners’ text was planned by a conference of experienced textbook
writers, sponsored by the Modern Language Association, written by a team of specialists,
criticized by a large advisory committee, and financially supported by a foundation.

5 7 Archibald A. Hill (“The Typology of Writing Systems,” in Papers in Linguistics in
Honor of Leon Dostert; William M. Austin, ed.; Mouton,h The Hague, 1967; pp. 92-99) offersa
modern and sophisticated means of classification. |
. 3 8This machine, according to our reports, is located in Tahlequah, Oklaﬁoma.

S9Hill, op. cit., p. 98.

i 6OSee Appendix S on Indians, Eskimos, and Aleuts. ¢

6lgee Ohannessian (1 969) for specific recommendatlons on recru1tment and training of
teachers of Navajos.

A 625ee Appendix H.

63Prepare& by A. Bruce Gaarder, Chairman, Working Committee II, responsibile for a
Report on “The Challenge of Bilingualism,” published under the title Foreign Language Teach-
ing: Challenge to the Profession, p. 85, Reports of the Working Committees, Northeast Confer-
ence on the Teaching of Foreign Languages, 1965, edited by G. Reginald Bishop, Jr., and
available from The Materials Center, Modern Language Assomatlon 62 Fifth Avenue, New
York, New York, 10011, for $2.50. ,

The second is contained in C, L.. Ainsworth; Ed., Teachers and Counselors for Mexican

American Children. Austin, Texas: Southwest Educatlonal Development Corporation, 1969
pp. 57-60.
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, 64For a general treatment of ‘this subject see Macnamara, “The Effects of Instruction
“in a Weaker Language” (1967).

o 65From a statement by A. Bruce Gaarder in: United States Congress Senate lemgual
Education Program Hearings... (1967), p. 52. .

66F 0y example, Robert A. Hall, Jr., :Lgnguistics and Your Langﬁage, (1960).

} 67Brault (1962). ,
\ : , \

68Drafted by the Modern Language Association in collaboratlon with the National
LAssomatlon of State D1rectors of Teacher Education and Certlflcatlon See Appendlx I

%

695ee Gaarder, et al. (1965), p. 92.

7OAn example of such a program, Wthh might serve as a model, is cited by Gaarder et
al., pp. 90-91. ‘ :

TlEor details see Gaarder et all. (1965), pr. 86-92.

a basis for interpreting scores.

738ee Starr (1962) in our bibliography.

7A‘Such tests are under development by the Southwest Educational Development Labo-
ratory at Austin, Texas. See also Hoffman (1934), Lambert (1955), Macnamara (1967), Mac-

key (1967) Savard (1968), and Fishman et at (1968). For excerpts frofii the latter See
Flshman et al. (1969).

73See Hoffman (1945), Pryor (1966), and Lambert et al. (1966).

T6For examples of this kind of evaluation see Richardsen (1968), Trevifio (1968), and
Giles (1969) in our bibliography. :

o
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CHAPTER VII

NEEDED ACTION AND RESEARCH

“What is needed,” William Méckey reminds us,_1 ““is an overall research policy with a
framework of iﬂnterrelated projects of investigation into the problem of bilingual education in
the United States.” Bilingual schooling is still in its infancy, and it is too early to speculate
about ways in which a comprehensive research policy may be elaborated. Many organizations
- have an interest in such a policy. For example, the United States Office of Education Bureau
of Research is planning a research conference (June 27-28, 1969) as this book goes to press.
The Center for Applied Linguistics, which is the ERIC Clearinghouse for Linguistics (including
bilingualism), has sponsored numerous research planning conferences, especially those having
to do with English as a Second Language and the education of American Indians. Among the
regional educational development laboratories engaged in bilingual research and development
are the Southwest Educational Cooperative Laboratory of Albuquerque and the Southwest
Educational Development Laboratory of Austin. There are also pumerous regional education
service centers which are active in preparing teaéhjng and testing materials. The Northeast
Conference on the Teaching of ‘Foreign Languages has published (1965) an excellent summary
report, “The Challenge of Bilingualism.” The Southwest Council for Bilingual Education (for-
merly the Southwest Council on the Teaching of Foreign Linguages) has published several
research oriented reports. ACTFL (American Council on the Teaching of Foreign Languages)
takes an active interest in bilingualism, as does TESOL (Teachers of English to Speakers of
Other Languages). Still other organizations interested in bilin'giialism are the Bureau of ladian
Affairs of the Department of the Interior and several state” departments of education. For
example, the Texas Education Agency has a Department of International and Bilingual Educa-
tion under the direction of an assistant commissioner of edu‘c‘_;a\tion. And, ﬁﬁally, there is the
International Center for Research on Bilingualism at Laval Uﬁiversity in Quebec directed by
William F. Mackey. It remains to be seen wnether these various organizations, each with its
legitimate interest, can somehow be brought togethef into an overall plan for cooperative and
non-overlapping research. Surely the need is urgent and time is pressing:™

A. National Needs A ‘
Certain kinds of research and action should be carried on at a national level to ensure
as broad a base as possible and to prevent unnecessary duplication and atomization of effort.

Broad Base of Support. Before the tax—ﬁaying_public will be willing to underwrite the
additional cost of bilingual education, it needs evidence that bilingual education is worth the
investment. Comparisons of the effectiveness of learning through one or two languages have
begun,2 but such studies need to be replicated and expanded and widely diffused. Case studies
of persons who have profited from knowing more than one language need to be carefully
assembled and publicized. The assistance of the media is ngeded to help educate the public to
the importance of beginning language learning at an early z{ge ‘and to the value of diversity for
American life. | | |
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Modifications of State and Federal Laws. Citizenship requirements for teachers should
be reviewed with the purpose of making possible the short-term use of foreign exchange
teachers.

Bilingual programs have been hampered in many states by laws prohibiting classroom
instruction in non-English languages. Several states have already amended their laws to allow

teaching in two languages. Other states with similar constraints may wish to amend laws which
prevent bilingual educatlon from being introduced in their schools.

- The Bilingu:al Education Act may need to be amended in the light of experience. As
written, it‘,fulfills two functions: First, it is part of anti-poverty legislation, and, second, it
supports educational innovation. Congress may wish to consider evidence submitted to it by
. knowledgeable individuals or groups before deciding whether or not to change the relative
" emphasis of these two factors. For either purpose, it is héped that Congress may in the future
find it possible to bring the approbriations closer to the funds authorized.

Identification of Models. A small number of “models” or exemplary programs should
be selected as specimens of different program types. These programs should be provided with
sufficient funds to make it possible for them (1) to disseminate full documentation as well as
succinct brochures on their operations; and (2) to augment their staffs and to make whatever
physical adjustments are indicated, to accommodate large numbers of visitors and observers.
Otherwise, successful programs are drowned by their.own success. Contracts to serve as “mod-

els” should be for long enough terms (three to five years) to justify the added expendltures
and to provide some stability to the school systems rendering this service.

‘Program Design Experimentation. Mackey’s typology provides the groundwork for
pursuir:g rational lines of experimentation in design. All the existing bilingual prdgrams in our
country should be canvassed to. collect the needed data. Based on these actual programs any
required adjustments in his instrument should be made. It will then be poss1ble to study the
relative effectiveness of different program de81gn in specific kinds of circumstances, and to
provide information to commluxlltles that are seeking reasonable avenues of change.

Curriculum Materials. As mentioned earlie{, materials, whether plentiful, as they are in
some languagés, or scarce, as they are in many, constitute a challenging problem.

[N

The range of material needs is enor;nous, and yet it ought not to be overwhelming once
the decision is reached that the work must be done. The first order of priority js for a full set
of instructional materials in all curricular subjects for each major linguistic group, beginning
with the earhest levels arid proceeding through grade twelve. Inlanguagessuch as French or
Spanish, provmon should be made for immediate importation of suitable texts, even though
such books will be imperfectly suited to an American population. Difficulties of procurement \
from abroad may have to be overcome. In any case, material will have to be evaluated and, if
selected, adapted for local use. In this task regional or national organizations can be of
assistance. School systemis are urged to call on regional education service centers or laborator-
ies or on one of their national professional organizations for help, first in developmg criteria
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and then in evaluating materials.3 This is a field in which some centralization would be
advantageous, for the importation, selection, and possible adaptation of suitable materials is a
very large undertaking for a local school administration., Spanish alone is likely to yield more
than a dozen sets. Some of the langu_ages involved may be taught as second languages in certain
bilingual countries, If s0, materials used in those countries may be suitable to bilingual minori-
ties in the United States.

Considering the age, motivation, and purpose of the learner, should materials be based

- on vocabulary count, structure, analysis, situation, and/or interest? These are questions basic

to the construction of a rational curriculum and therefore deserve extensive research.

Materials will have to be developed for languages or curricular areas where they are
lacking. Individual teachers may be identified ‘who have a special gift for preparing materials,

- and such teachers should be all means be freed to work in the area of their talents. It is the

opinion of the present writers, however, that an individual teacher or, indeed, teams of local
teachers can rarely be expected to produce materials which are of professional quality. It is to
be'hoped that professional organizations will come forward and take the initiative in organiz-
ing the vast cooperative effort necessary to establish criteria and to create quality materials.

. Subordinate to this preparation of main-line materials, there should be changes made
to salvage as many young minds as possible by introducing instruction in the mother tongue at
various levels throughout the school system. For example, the elaboration of a complete set of
materials for grades K to 12 in Spanish should not preclude immediate selection of materials to
be used at the junior or senior high school levels for youngsters who were born too early to
reap the full benefits of this new procedure. '

The relationship between good and inspiring education and bilingual education needs
to be explored. It would be unreasonable to claim that any given curricular innovation will be
sufficient to cure the fundamental ill of irrelevance in education, but bilingual schooling could _
be an effective contribution to combat irrelevance.

The process of preparing or borrowing and adapting materials from other countries
will, hopefully, broaden the horizon of our professional educators and pave the way for
improving our materials as a "result of the borrowed ideas. Even a cursory examination of a
second-grade Chilean book, for e'xample, showed us that Chilean children of seven years of age
are advanced far beyond their United States éounterparts’ in reading material considered suit-
ablie for second graders. R. J. Waddell, ankexperienced elementary-school principal, describes
present readers as trivia resulting from an obsessive control of vocabulary. Research designed
to compare the effectiveness of these readers with those containing stories of classical content
might be illuminating. Waddell thinks the latter would have high interest value for young
children and would be strongly motivating. If, on the other hand, the difference in achieve-
ment level expected of a seven-year-old is attributable to the greater ease with which one learns
to read Spanish, the possibilities of using this language as the primary route to an educéted
mind among our own Spanish-English bilinguals ought to be evident. |
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Experience and research have shown that bilingual children have not made adequate
progress with typical educational materials currently in use; typical books in use are more
abstract than we realize, requiring considerable knowledge of both American culture and the
English language. New materials suitable to the child’s linguistic development, language skills,
cultu;al background, age, and interests need to be investigated. Since some minorities, includ-
ing some bilingual children, tend to score higher on performance tests of ability than on verbal
tests, we should explore the possibility of reaching the children with non-verbal performance-
oriented learning materials, those emphasizing learning by seeing, doing, and participa_ting.4

- Comparative Cultural Studies. In communities where two ethnic groups live together it
is essential, if they are to understand each other, that sound and tactful comparisons of their
value systems be made.5 Such comparisons of cultural differences should first be made for the
salient features of cultures as a whole on as broad a base as possible. For example, a compari-
son should be made in broad terms between ‘“‘Anglo” and “Hispanﬁic” values. Specific varia-
tions in either culture, as it manifests itself in a given locale, could be seen in better perspective
by local workers if an overall framework were sketched out first. Such a task of cultural
comparison is exceedingly difficult, especially with those cultures identified with “1anguages of
wider communication.” Local districts with limited resources can hardly be expected to make
the fine adjustments needed if no working model has been drafted. Our schools and communi-
ties are in a state of crisis, and it is incumbent on the best minds among our social scientists, as
well as on all others with usable expertise, to make some proposals, however imperfect.

We cite only a few examples. It has been suggested that different cultures emphasize

different styles of learning. To what extent does cur undifferentiated school technology need
to . be modified to take-into account these different learning styles so that particular ethnic

groups can achieve optimum learning? (Rudolph Troike)

- Role identification for different cultures also needs explanation before it can be used
advantageously as a tool by the teacher. The appropriateness of various emotional climates in
the classroom, depending on different cultural backgrounds, needs to be made explicit. Social
patterns, leadership models, and optimal grouping pattérns for each cultdre should be suggest-
ed. ’ ‘

Linguistic Studies. Detailed hngulstlc analyses of English and each of the other native .

languages in an American bilingual program should be undertaken to provide critically-needed
information for curricular decisions about sequence and methods of presentation. Also, we
need much more information on the English and non-English language development of the
,chﬂdren of non—Enghsh—speakmg parents. (Rudolph Troike)

Beyond what age is it difficult to master more than one language without accent? It
has been supposed that age ten, approximately, is the critical age, but an extensive sufvey of
persons who have been born to another language and who have transferred to an English-!speak-
ing environment at various ages would be desirable. ' '
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Integrated Studies of the Bilingual Child. Although a considerable amount of study has
been devoted to the development of the child of the majority culture, little has been done to
identify the special characteristics of the bilingual learner. With regard to mental growth, not
only the bilingual’s linguistic patterns but also his acquired concepts need research because
they have been conditioned by his cultural background. What is the total effect of exposure to
two cultures? There is some evidence to indicate that bilingual children do not learn concepts
in the same way or at the same rate as the majority culture child. We need to research both the
cause and the effect.

There is increasing research evidence that the younger the child, the greater his
learning potential. This provides a rich field for investigation of early learning in the home. Will
the planting of appropriate English and non-English books in the home result in earlier learning
of reading? Will listening to selected music havea beneficial attitudinal effect? Will an early
opportunity to work with art inaterials yield positive effects later? Should not the bilingual
potential of Head Start programs be tested experimentally? '

Testing. Teaching and testing are always two sides of the same coin. Each needs to be
considered in connection with the other, and each needs to be constantly improved. Due in
part to the difference in goals and objectives of local schools with minority groups and of
national test publishers, standardized tests generally do not give an accurate measure of the
achievement of bilingual children. Linguistic ‘and cultural differences need to be considered in
developing additional instruments more appropriate for measuring the achievement of the
populations. ‘

More work is needed on attitudinal testing, since the development of positive attitudes
toward self and others is essential both for teachers and for children of minority groups who
must adjust to their environment.

The validity of present occupational aptitude tests when applied to minority group
children needs careful study.

Teachers. In every state, certification of teachers needs to be closely scrutinized.
'Simply stated, persons who are qualified to teach should be certified, and those that are not,
should not. Chief offenders of this rule are (1) universities and colleges that recommend
certification of individuals who have simply collected the requisite number of grade points in
an approved’ combination of college courses without regard to their total preparedness to
teach, and (2) school systems that continue to accept such paper-prepared products without
reporting back to the colleges their inadeqqéteness for the jobs to be done. School administra-
tors on close terms with their preparing institutions should make their needs known directly.
Colleges are prone to believe they are doing well unless told otherwise. If this is not produc-
tive, school administrators should inform the state education agency, in its certification capact
ty, of specific areas of weakness in newly-trained teachers: State institutions, in particular, can
quite reasohably be required to pay special attention to the specific educational needs of the
states that support them.
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State agencies should take whatever measures are required to make it possible for
qualified persons to be certified, with or without credits from institutions. Ways of judging
qualifications of bilingual teachers have been d’fevised, as we explained in Chapter 1V, The
Program. Such means are useless, however, if they are not implemented. -

‘B. Local Needs

Although educators in bilingual education need a broad consciousness of what is in-
volved and many kinds of scholars will be needed to do special tasks at regional and national
~ levels, the eventual focus should be on the individual child who is in school in any one of the
many bilingual areas of the United States — primarily the non-English-speaking and secondarily
the English-speaking child. This is where action and research come together, and it is the most
difficult plane of all.

- We have seen what expertise is needed for comparison of cultural and linguistic differ-

ences in abstract, general terms. Let no oné think the adaptation of the general-when it is
prepared — to one local situation is any less exacting. This is perhaps where our educational
system encounters its greatest d1ff1cult1es today. We have put our efforts in efficient, economi-

cal style, into the nation as a whole, expectmg adjustments to take place where they are called

for. Instead, the very power of our efficiency has begun to overrule us. We find curselves being
reshaped to fit the norm, rather than altering the norms to fit our own legitimate differences.
Having been extraordinarily successful in establishing our unity, we must now shift our welght

and begin to emphasize our diversity, lest we lose it. We must consider the uniqueness of every -

' local school district. What action and research are needed, at this level, to improve the educa-
~ tion of-all our children?

Local Survey and Analysis. Essential to a carefully planned bilingual program is a
comprehensive survey to determine who ‘the pre-school and school-age children of the com-
munity are. When completed, the survey should reveal the economic, social, political, linguis-
tic, and- cultural status of the commumty as a whole as well as how individual children and
families fit into the total community picture. Such a report should be prepared by competent

specialists, and should certainly involve social scientists (from sociology and anthropology,

political science, economics, and history) and linguists (those knowledgeable about X in its
multiple facets and varieties, and those specialized in English). These data and interpretations
should then be reviewed by persons responsible for school planning, in consultation with the

disciplinary specialists, to find ways of fitting the parts of this mosaic. together into one or

more plans for changes in the schools.

~ Nor can the community be expected to remain static. Provision needs to be made,
 therefore, for periodic reassessment of who the current school children are and of what their
educational needs and aspirations are.

a4
o

We cannot go into detail here ab'out the kinds of studies that should be dohe in depth

in each community with a bilingual ‘population, but a few suggestions may illustrate.
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What is the size of the local children’s active and passive vocabulary at age six? The
Seashore-Eckerson technique should be applied not only to English but also to other languages
spoken by the children so that fruitful comparisons can be made.

Among many mindrity groups (Germans, Italians, and Norwegians, for example), the
children, though bilingual, do not speak the “standard language.” Research into the local
dialect and expec1ally mto the differences between it and the textbook standard or so-called

“cultivated usage”’ will ‘pinpoint likely trouble spots and will help determine teaching strate-
gies. This applies to English as well as to the local X.

. How do local mores of the English- and X-speaking populations differ from those
considered nationally to be “typical” for that culture? If there are presumed conflicts between

them, which of these conflicts are not in effect locally? What additional differences, not

foreseen nationally, exist in this particular community?

What community problems does the commumty 1tself want its chlldren to be educated
to solve"

In conclusion, it is obvious that we have not comprehensively outlined the needed
action and research, or perhaps even been conscious of all the facets. We conclude this section
therefore by repeating the statement with which we began: “What is needed is an overall
research policy with a framework of interrelated projects of investigation into the pfoblem of
bilingual education in the United States.”
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NOTES

‘ 111 a personal communication to us.
25ee Richardson (1968) and Trévifio (1968).

3See for example the MLA Selective List‘of Materials (1962) and especially Appendix
2: Criteria for the Evaluation of Materials, pp. 143-153. '

4See Jensen (1961, 1968).

5See, for example, G. Reginald Bishop Jr., ed., Culture in Lariguage Learning: Re-
ports of the Working Committees: Northeast Conference on the Teaching of Foreign Lan-
guages, ]‘960; Robert Lado, Liriguigtics Across Cultures: Applied Linguistics for Language
Teachers; Laurence Wylie, Else M. Fleissner, Juan Marichal, Donald Pitkin, and Ernest J.
Simmons, ‘‘Six Cultures (French, German, Hispénic, Italian, Luso-Bfazilian, Russian): Selective
and Annotated Bibliographies,” in Reports of Surveys and Studies in the Teaching of Modern
Foreign Languages, 1959-1961, pp. 253-275; Edward Hall, Silent Language, and Hidden Di-
mension; HoWard Lee Nostrand, “A Second Culture: A New Imperative for American Educa-
tion,” in the College Entrance Examination Board Curricular Change in the Foreign Lan-
guages: A Language Teacher’s Handbook; and Francis Debyser. “The Relation of Language to
Culture and the Teaching of Culture to Beginning Language Students,” The CCD Language
Quarterly: The Chilton-Didier Foreign Language Newsletter, Vol. VI, Nos. 1 and 2 (Spring/
~ Summer, 1968). '
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CHAPTER VIII

BILINGUAL SCHOOLING
IMPLICAT’IONS 1'OR EDUCATION AND SOCIETY

Bilingual schooling represents a bold new attcmpt to remedy serious defects in our way
of educating children who enter school with a limited knowledge of English. Stated affirma-
tively, it aims to equalize the education of all children, whether from English-speaking or |
non-English-speaking homes. All normal chﬂdren speak at least one language and are equipped
with a usual complement of concepts and affects when they enter school. By taking full
advantage of this “readiness” to expand their learning, first in their dominant language and
then in their second, proponents of bilingual education aspire to provide all children with an
opportunity to learn some or all the subjects through two languages. Such an audacious
undertaking cannot be expected to succeed completely overnight. The basic principles of
bilingual education need further clarification, curricular designs need to be tested, methods

- and materials developed, teachers prepared, and the public fully informed. This being so, what
- results can resonably be expected of this new. educatnonal venture—in five years or in twenty-

five?

Short-Term Implications for Education
In five years, or shall we say six, in order to consider the whole span of elementary

- grades, there will have been time to test the soundness of the rationale on which bilingual

schooling is based. Programs beginning in 1969-1970 will have had time to prove themselves,

- and there will be other programs from six to twelve years old. Still others, benefiting from the

experience of these, will have started in the interim. Thanks to the Bilingual Education Act, to
the genuine interest on the part of many educators, and to the solid support given by some ]
communities, there is assurance of a sufficient number of bilingual programs to yield the needed

answers.

The question is: Will the quality of these programs demonstrate the advantages which
their proponents predict? An affirmative answer to this question is by no means assured. For
one thlng, the establishment of a bilingual program is costly. The cost of all schoohng is
increasing, and there is no reason to suppose that the establishment of a blhngual program
would be an economy as far as money is concerned. Money cost may be the least expensive
kind- of cost, however, in a society like ours. After. a trial period of five or six years, during
which a local education agency has received generous federal support, how many communities
will be willing to continue successful programs with local taxes? How many school districts

will decide that the difficulties of finding enough competent teachers, of locatlng and assem-
‘bling adequate teaching and testing materials, of winning community support are impossibly

great? How many, after the first blush of enthusiasm has passed, will be willing to keep on?
Given the whims of public opinion, the present writers believe that nothing short of

undeniable success will assure bilingual schooling of more than temporary public favor. But we
also beheve that this promising young movement has in it an educatlonal reform so urgently
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needed that fears lest we fail cannot be permitted to stand in the way of the most strenuous
attempts to succeed.

If bilingual programs are to be of quality to match their promise, it seems reasonable
to expect that within six years the following educational benefits can be demonstrated:

1) That non-English-speaking children entering a sound bilingual program in the nurs-
ery, kindergarten, or first grade can within the first year build a healthy and, confident self-im-
age and can maintain and strengthen this image throughout the years.

2) That the normal non-Enghsh-speaklng child can learn to read and write h1s mother
" tongue in the first grade at the latest and tan begin to acquire a permanent taste for reading
and learning from books.

3) That this same child can by the end of the first grade have learned enough English
to understand nearly everything that is said in English by his teachers and by the English-
speakmg children; that by the end of the second he will have learned to speak English quite
freely; by the end of the third he will be able to read and write English in addition to his first
language; and by the end of the sixth he will have reached grade level in English reading and
writing and will be able to speak English without an accent.

4) That he will be able to carry the full load of learning in all the subjects of the
curriculum first through his home language and gradually through English also, reaching grade
level by the end of the grade six, at the latest, in every sub]ect in at least one language, and in
two languages in some subjects if not all.

5) That, through the study of his own specific history and culture as well as United
States history and culture in general, he will acquire cultural awareness and a sympathetlc
cross-cultural understanding. - '

6) That he will feel free to participate in the mainstream of American culture or in

both that and his ancestral culture.

7) That the normal English-speaking child in a bilingual program will maintain grade-
level standing in all subjects conducted in English.

8) That this same child will, in addition, learn to understand and speak language Xata
level approprlate to his age by the end of grade three; and by the end of grade six, will be able
to speak X without an accent and to read and write X, again at a level appropriate to his age.

9) That he will be able, in addition to carrying in Enghsh the full load of learning in
all subjects of the elementary cumculum to learn at least some subjects’of the curriculum
through his second language, and by the end of the sixth grade to have achieved a degree of
proficiency” adequate for pursuing a broad general education.

10)" That by studying his own history and culture as well as that of the other ethnic
- group he will acquire cultural awareness and a sympathetic cross-cultural understanding. '

11). That, though belonging to the American cultural mainstream, he will feel com-
fortable in associating with representatives of the other cultural stream.

- 12) That the school administration and teachers will succeed in getting the active :‘

part1c1pat10n of parents and other members of the community in the program.

yes

Short-Term Implications for Soczety _
In view of the time it takes to accomplish changes in soc1ety, expected improvements

»
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within a period of five or six years arelikely to be very modest indeed. If anv perceptible
advances at all are observed, a program can be counted as successful.

Within this period of time it is tc be hoped

1). That a community, if it has assured itself of the positive educational achievements
of its bilingual program, will decide to support it with or without federal assistance.

2) That a community, responding to the informational efforts of the school adminis-
tration and teaching staff, will begin to understand and therefore support bilingual schooling.

3) That the Bilingual Educatlon Act will have clearly demonstrated its benefits not -

only for the lower-lncome strata of our soc1ety but also its effectiveness in maintaining and
. cultivating valuable language and cultural resources of all socioeconomic levels ‘and that as a

result of this demonstration Congress will be moved to broaden the Act in order to help .

conserve these resources in the natlonal interest.

Long—Term Implications for Education

If all goes well, what educational benefits may reasonably be expected, say twenty-five
years from now, near the end of our century" Let us suggest the following, among many:

1) That avariety of curricular designs appropriate to d1verse local conditions will have
been developed and tested. ,

2) That the shortage of instructional materials and of testing 1nstruments will have
been overcome through the cooperative efforts of teams of specialists and through the un-
hampered 1mportat10n of foreign books and materials.

3) That educators will by then have learned, by experience and through research
effective ways of conducting b111ngual schoohng .

- 4) That procedures will have been perfected for the 1dent1f1cat1on of special talents in
teachers (e.g., special education, ‘materials development -research, public relatlons, evaluation)
and for flexible scheduling to make the best use of such spec1al talents.

5) That teacher-preparing institutions will have found ‘ways of preparing.competent
teachers or of assessing competencies already possessed by teacher candidates and means of

~complementing these to complete their preparation to teach. , _

- 6) That state departments of education will have worked out a nationwide system of
teacher-certification based on demonstrated qua11f1cat1ons however acquired.

7) that a regular system of teacher exchanges with other countries will have been

| perfected by federal, state, and local agencies. ,

| 8) .That satisfactory procedures for school-communlty cooperation will have been
worked out to consist of full accounting by the school to the community and involvement and
participation—without 1nterference—by the community in the school’s educatiorial program.

9) That an effective system of reporting and disseminating significant informatjon will
have been developed, involving local and state newsletters and the use of ERIC (Educational
Resources Information Center) on the national level. ' :
| 10) That the difficult problems of articulation will have been solved, so that the

junior and senior high schools can effectlvely build on a b111ngual program in-the elementary

grades. -




| that the educational i .
- guages who are presently handicapped in English) helps to raise the socioeconomic level of the

'11) That colleges and universities will have made the necessary educational adjust- ”
ments to such a serious change in the schools, that they will have recongized the imﬁortance of
language—any language—both as a subject and ‘as a medium of study and research; and that
languages will have been recognized as leading to advanced study not only in literature but also
in other fields, notably the social sciences. | - ,

12) That bilingual schooling will have been recognized not merely as a new kind of

language learning but as a new educational mode and that as such it will have been kwidely
‘adopted in.many monolingual as well as bilingual parts of the United States. !

Long-Range Implications for Society ‘ T

Just: as a single bilingual program is expected to have an impact on the local commu-
nity, so a national expansion of bilingual schooling has certain implications for society as a
whole. As suggestive of others, we mention the following; |

1) General understanding of the proposition that English is not threatened by the
presence of other languages, nor American culture by the presence of other cultures, but rather
that our American culture can be greatly enriched by cultural variety. :

2) The beginning of a national acceptance. of and respect for speakers of other lan-

guages and tepresentatives of other cultures or sub-cultures, resulting in wide acceptance of
" linguistic and cultural pluralism. How desperate the need is for this kind of acceptance and

understanding is suggested by the many present social alienations between blacks and whites,
rich and poor, old and young, mgroups and outgroups Remedy of these societal tensions is a
top national priority.

3) Wide appreciation of the natlonal need of educated Amerlcan spec1a11sts in. many
fields who are native or near-native speakers of other languages to help maintain our dialogue
and cooperate with other nations, thus protecting our national interests.

4) A concern by all Americans for the elimination of poverty, based on the realization
provement of the poor (which include many speakers of other lan-

population. A higher income level can in turn benefit education, settmg an upward spiral.
5) The improvement of our image at home and abroad, the resulting better coopera-

- tion with other nation ls, in all fields, and the further development of our many international

enterprises. .

There has been much talk in recent years of the “explosion of knowledge’ and at the
same time specialists operating near the frontiers of knowledge complain that the more they
learn the more inadequate is their ab111ty to cope with problems that seem to 1ncrease at the
same acceleratmg rate.

Let us. take a single example. Looking back over our twenty-five years of natlonal

\4 expenence in the field of forejgn aid—the length of t1me WwWe are now trymg to look ahead—Neil

H. Jacoby points out! that although our efforts have been joined to those of other relatively

- prosperous nations and though these efforts have had some effect, in about 100 countries of .

the world, haying two thirds of the world’s pppula'tion, the per capita annual income is still




under $500. Although 45 less developed countries -show an average annual growth of about
five percent in the real gross national product (G.N.P.), a rate similar to that of 22 advanced
countries, the spiraling population increase cuts the per capita G:N.P, growth rate in half

(2.6%).

“The sheer enormity of the problem and a new awareness of its complexities have bred
a sense of despair about its solution. Hope for the future has diminished as powerful voices
from both the political Left and Right counsel a retreat, if not a withdrawal, from the effort.
Not surprisingly, advanced nations have sharply reduced their economic aid and will continue
to do so unless a new approach can be found.”?

Jacoby defines “development” as “a complex socig-politico-economic process whereby
the people of a country progress from a static traditional mode of life toward a modern
dynamic society.” »3 The similarities between this complex problem and the educational prob-
lem ‘with which we are concerned in this book are striking. Jacoby points out that underdevel
oped countries are free not to enter into an agreement for outside assistance, just as bilingual
communities are free not to apply for federal aid under Title VIL J acoby also defines progress
as acceptance of the dynam1cs of a modern society. Slm1larly, Miles thz contends, as we have .
seen, 4 that educational progress in our bilingual areas means the acceptance by those who
belong to culture X of the cultural values of culture E (e.g., competition, aggress1veness) if
they want to join the mainstream. Fortunately this can be done without abandoning tradition-
al values if, as we believe, the human being is versatile and ﬂex1ble enough to master two sets
of values as well as two languages.

~Our problem of educationgl development, like that of intemgtional soc1o-pol1t1co—eco—
nomic development, is complex It too has its pol1t1cal social, and economic aspects in addi-
tion to the purely educat1or§ﬁl one. It involves dozens of cultures and sub-cultures in various
states of mix with the predominant American culture. The elements we have selected for study
are only samples of many problems in need of study For the problem of international
development Jacoby proposes “a new approach” based on a partnershlp between developed
and underdeveloped nations from which both may derive benefits.

‘The present writers feel that bilingual education represents “the new approach’ which
gives hope of helping to solve some of the complex problems of American education. As with
international development, the- chances of success are greatly increased if this new educational
venture is concelved and carried out as a partnership in wh1ch all partres profit.
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NOTES

n an Occasional Paper published by the Center for the St{;dy of a Demoncratic Institu-
tions under the title of The Progress of Peoples: Toward a Theory and Polzcy of Development
wzth External Azd Santa Barbara, Cahforma June 1969.

21b1d., p. 3.

3Ibid, p. 5.

4 See note 50 under Methods and Materials.
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CHAPTER IX

CONCLUSION

In concluding our study we feel that we have written only an 1ntroduct1on —a very
tentative one. N

About some aspects of our study we feel confident; the evidence seems conclusive. Our
past methods of educating children suffering linguistic handicaps in English have clearly been .
ineffective. The chief reasons for this seem to be that we have not taken advantage of the
child’s best-instrument of learning—his mother tongue—and that we have failed to create in
- him a sense of dignity and confidence. In a word, we have not put first things first: We have
thought it more implortant from the outset to teach the non-English-speaking child English
than to educate him. We have in short been more interested in assimilating than in educating.

Everyone agrees that in the education of American children English is indispensable.
‘Those who do now know it must learn it. Disagreement comes over the order and method of
learning. As we have seen, the mass of evidence shows that, everythmg being equal, children
learn to read and write faster and better in theit dominant tongue than they do in a second
language There is also ample evidence that ch1ldren can learn to read and write a second
language more easily and better if they have built confidence in themselves by having become
literate first in their native tongue. If, in addition, their Enghsh—speakmg playmates and teach-
ers treat them with respect and affection, their understandmg of themselves, of the meaning of
their language and of thelr cultural heritage will grow, as will their motivation for further
learmng

, The new educational vista that the Bilingual Educat1on Act opens is that it obviates the
dlsmtegratlve choice that millions of “nonstandard” children have faced in our public schools:
a choice between the language of their mothers and the language of their country and its
schools. That mother-and-country has become cliché should not blind us to the fact that,
especially in dealing with young children, we drive a wedge between them at our own peril.
When certain identifiable ethnic groups among our people have been confronted with the
choice, it has been the schools that have lost. But if the hopes extended by the Bilingual
Education Act are realized, our ethnic children can not only maintain and develop their
mother tongues but can also learn English better than they have in the past. Results of early
bilingual schooling demonstrate that, when a child’s learning is properly guided by competent
teachers, he can acquire in both languages unaccented spoken command, grade-level literacy,
and the means of contmumg hns education “toward the farthest edge of his talents and
dreams.”

In this work we have tried to summarize present knowledge concerning bilihgual educa-
tion and to define a point of view, essentially that suggested by the Bilingual Education Act
and the Guidelines. A year-from now, after the accumulation of experience in a hundred or
more bilingual programs, some of which will have been in operation for as long as six years, a
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preliminary report will be needed on their achievement. Such a report should record essential
progress made, and, in the year 1970, redefine the state of bilingual schooling in the United
- States. | |
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This bibliography is far from exhaustive. It lists only some of the more relevant
items—books, articles, bibliographies, official docurnents, bulletins, dissertations, theses, man-
uals, papers, pamphlets, etc., both published and unpublished, that our staff has consulted
during its research. Included also are some titles which seemed important but which we were
not able to examine. A short annotation follows some entries. A comprehensive bibliography
of some 12,000 items is being compiled and computerized by the International Center for
Research on Bilingualism in Quebec. We have marked with an asterisk (*) a few of the titles
that seem to us most useful to program planners.
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